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The sense of belongingness is one of the most basic human psychological human needs. In 
adolescents, the sense of belongingness is derived from family, peer groups, and teachers. When 
this school belongingness need is not met, an adolescent may develop feelings of loneliness, 
depression, and anxiety. A teenager may turn to substance abuse, self-harming behaviors, 
thoughts about suicide, and suicide attempts, to fill this void of not belonging. The purpose of 
this research is to determine the longitudinal trends regarding school belongingness at the high 
school level and how it relates to student thoughts of self-harm, suicidal ideation, and attempts at 
suicide. The secondary data from the Georgia Student Health Survey (GSHS) was analyzed to 
investigate if specific factors, often present at the stage of adolescent development, are correlated 
to thoughts of self-injury and suicide; if certain factors are correlated, which determinants carry 
the strongest level of statistical significance. The results indicated that a correlation exists 
between a student’s sense of belongingness and whether they engage in self-harming behaviors, 
suicide ideation, and suicide attempts. Female students reported higher incidences than males 
across all grade levels. The highest correlation with belongingness was cultural acceptance, 
followed by adult social support and a positive school climate. The students who reported the 
lowest levels of school belongingness cited the demands of school and family issues as the 
reasons for the lack of school connectedness. The findings support the notion that the school is 
an ideal environment to provide safety and support measures aimed to increase the sense of 
belonging for teenagers because school is such an integral part of an adolescent’s daily life. Such 






Key terms: sense of belongingness, sense of school belongingness, thwarted belongingness, 
perceived burdensomeness, suicidal ideation, school climate, secondary data analysis 
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Chapter 1: Introduction 
What is teenage suicide, and how is it defined in American society? Suicide is when a 
teenager causes his or her own death on purpose. Before trying to take their own life, most teens 
have thoughts of wanting to die. This is called suicide ideation. The adolescent years are full of 
transitions, adjustments, and challenges. These include bodily changes and changes in thoughts 
and feelings. Teens mature at different rates, which may cause early or late maturing teens to feel 
uncomfortable in their own body. Strong feelings of stress, confusion, and fear may impact a 
teenager’s ability to make decisions and problem-solve. Additional pressure may be placed on 
teens to succeed academically or athletically. Some teenagers are dealing with parents divorcing, 
family members being deported back to home countries, or working long hours to help support 
their family as the family dynamics change.  
In the United States, studies published by the Centers for Disease Control (CDC) rank 
suicide as the second leading cause of death for young people ages 15 – 19, and is second only to 
accidents. Despite efforts to increase public awareness about these statistics, the number of 
deaths continue to grow each year. This statistic has continued to steadily increase over the last 
15 years (www.cdc.gov) and is considered by health and education experts as a national 
epidemic. According to the National Youth Risk Behavior Survey, which is administered under 
the guidance of the CDC biennially, an average of 3,703 teenagers, grades 9 through 12, attempt 
suicide each day. The number of high school students who die from suicide has been on the rise 
since 2007; from 2007 to 2017, there was a 76% increase, which equates to roughly 10% 
annually (www.cdc.gov). “Female teenagers are generally more likely than males to experience 
suicidal ideation and attempts, yet males complete suicide more frequently than females” 





stressful period in a young person’s life, and these years present many new challenges and 
opportunities. Some young people are better equipped to handle these changes and can easily 
adapt, while others do not have the ability or support system to successfully navigate through the 
mazes of the adolescent years. There is no doubt that America’s teenagers are facing a myriad of 
issues that seem, for some, impossible to overcome. As the number of teenage suicides increase 
daily, the timeliness of this research topic cannot be denied.  
As adolescents mature, additional risk factors for self-harm, suicidal ideation, and suicide 
attempts arise. These risk factors vary according to gender, age, social influence, family issues, 
and socio-economic status. According to Stanford’s Children’s Health Organization 
(www.stanfordchildrens.org), risk factors may change over time and can become exacerbated by 
impulsive behaviors, substance abuse, physical, emotional, or sexual abuse, bullying, feelings of 
hopelessness and loneliness, and feelings of being a burden to others.  
 The transition from childhood to adolescence and from elementary and middle school to 
high school present a unique set of challenges facing parents and educators. The fact that suicide 
is the second leading cause of death for adolescents in the United States highlights the urgency of 
finding interventions that can be developed to reduce a young person’s feelings of loneliness, 
hopelessness, and the dilemma of not belonging. Since high school teenagers spend most of their 
waking hours at school or participating in extracurricular activities, the school environment is an 
ideal place to design and implement strategies for increasing a student’s sense of belonging. The 
existing research on teenage suicide agrees that suicidal behavior is rare during the early 
childhood years but increases significantly as children transition into adolescence. In addition, 
the escalation from suicidal thoughts to suicidal behaviors is notably more pronounced during 





Esposito, E.C., Porter, A.C., Wyman, P.S., & Boatman, A.E., 2020). The authors of this journal 
article state that most youth who engage in suicidal ideation progress to suicide attempts within 
1-2 years after the onset of ideation. Interventions have to be timely and intentional.  
 Researchers are puzzled and frustrated because they cannot pinpoint one particular cause 
for this sharp increase in teenage suicide. The suggested reasons range from bullying to less 
sleep to social media and a constantly evolving social environment, to popular shows, such as 
“13 Reasons Why”, and high-profile celebrity suicides (Wan, 2019). Other organizations, such as 
the National Institute of Health (NIH,) cite the following contributing factors: mental health 
issues, depression, trouble at school, conflicts with friends, family issues at home, substance 
abuse, and romantic breakups (www.nih.gov). This research study focuses on one factor that 
may mitigate an adolescent’s tendency towards self-harm, suicide ideation, and suicide attempts 
– the sense of school belongingness.  
 Over the last few years, there have been terms and phrases developed that basically refer 
to a student’s sense of school belongingness: school bonding, school climate, school attachment, 
and school connectedness (Allen & Bowles, 2012). Although the terminology varies, the 
underlying factors are consistent. An agreed upon definition of school belongingness was 
introduced by Baumeister and Leary (1995) and is consistently used throughout existing research 
on the topic; “school belongingness is defined as students’ beliefs and feelings that they are 
personally accepted, respected, included, and supported by others in the school 
environment…school belongingness goes beyond students’ enrollment at school and 
encompasses the extent to which they have established social bonds with their teachers and peers 





placed on the relationships between students, peers, and teachers and the potential impact those 
interactions have in increasing a student’s sense of belongingness. 
  Why does a student’s sense of school belonging matter? “Students who are confident 
they belong and are valued by their teachers and peers are abler to engage fully in learning. They 
have fewer behavior problems, are more open to critical feedback, build important relationships, 
and generally have more positive attitudes…they are more likely to persevere in the face of 
difficulty” (Romero, 2015, p. 1). School belongingness matters because many adolescents spend 
most of their waking hours at school, and for some, their primary support system is comprised of 
teachers and other adult role models. In the context of school, belongingness is considered a 
basic psychological need. For some students, the highest level of encouragement and support are 
provided by significant people in school – teachers and school staff such as counselors, resource 
officers, and administrators (Datu, J.A. & Valdez, J.P., 2019).  
Throughout the existing research, a couple of terms, ‘thwarted belongingness’ and 
‘perceived burdensomeness’, are woven into the discussion of behaviors related to the issues of 
self-harm, suicidal ideation, and suicide attempts. Thwarted belongingness refers to the 
individual’s perceived lack of meaningful personal connections, and perceived burdensomeness 
is the belief that one’s death is worth more than continued life (Assavedo & Anestis, 2016). If an 
adolescent experiences a sense of school belongingness, it may offset the feelings of thwarted 
belongingness and perceived burdensomeness. When a young person has a sense that they 
belong, their perception of themselves evolves into the awareness that they are an important, 
meaningful, and valuable part of the school (Arslan, 2019). Arslan (2019) discusses how school 
belongingness has been proven to be a significant contributor to school outcomes (academic 





academic achievement reported a greater sense of school belongingness, and furthermore, 
adolescents who self-reported a high sense of school belonging also described a decline in 
depression and negative, inappropriate behaviors at school. These negative feelings and actions 
are often associated with self-harm, suicidal ideation, and suicide attempts.  
The concept of school belongingness as a key indicator of a student’s emotional, social, 
and intellectual health finally starting catching the attention of educational decision-makers. 
After a couple of decades of continued research into school belongingness, policymakers in 
education began to embrace the idea that the school environment, or school climate, could 
contribute to building the missing links in the lives of students. "Schools represent one of the few 
points of continuity and stability in the lives of many young people and children…schools can 
take transformative actions to help increase young people’s sense of place and belonging” (Riley, 
2019).  School climate became a new buzz word in educational circles; the U.S. Department of 
Education and the CDC both adopted school climate measurement as a strategy to improve and 
create positive school environments. The U.S. Department of Education “invested in school 
climate reform as an evidence-based strategy” to address gaps in the social and emotional health 
of students (www.schoolclimate.org). In 2006, at the national level, the National School Climate 
Center (NSCC) was formed to develop methods to measure school climate. School climate refers 
to the quality and character of school life and is based on patterns of students’, parents’, and 
school personnel’s’ experience of school life; norms, values, and expectations that support 
students feeling socially, emotionally, and physically safe and respected are part of school 
climate (www.schoolclimate.org). The federal government offered certain access to funding if 
states committed to measuring and implementing school climate policies. Twenty-four states 





have some type of state support but do not have an official policy embedded into the State 
Department of Education policies and procedures (www.schoolclimate.org). Most states utilize 
an annual survey to measure school climate.  
In the state of Georgia, the State Department of Education has passed laws that mandate 
the creation of a school climate management program by school districts, and each district 
measures climate annually with a formative assessment tool in the form of a survey.  Georgia 
was the first state to include school climate in its’ academic accountability system 
(www.gadoe.gov). In Georgia, all public schools are assigned a school climate rating, and the 
rating is primarily based on the data collected from the Georgia Student Health Survey (GSHS) 
(www.gadoe.org). The quality of a school’s climate is based on self-reported feelings of school 
belongingness. Other factors that impact a climate rating include attendance and student 
discipline. The results are then published on the state website, and each school district is given a 
“School Climate Star Rating.” These survey results coupled with the GSHS drive each school 
district’s school improvement plan (www.schoolclimate.org).   
The goal of the research study is to uncover how educators in public education can 
prepare high school teenagers for their next stage of life and help them navigate their way 
through these tumultuous adolescent years. Using a quantitative research approach, the 
researcher investigated how student feelings of belongingness and feeling accepted by peers, 
family, and teachers correlates to self-reported incidents of self-harm, suicidal ideation, and 
suicide attempts. A secondary data analysis approach, using a survey administered annually to all 
public high school students in the state of Georgia – the Georgia Student Health Survey (GSHS), 
is the basis for the data driving this study. The GSHS survey is created, implemented, and 





 A quantitative study on this topic has the potential to uncover how levels of student 
belongingness negatively correlates to self-reported instances of self-harm, suicidal ideation, and 
use the research results to support a more focused approach to improving students’ sense of 
school belongingness. The researcher hypothesizes that higher levels of belongingness result in 
fewer reports of self-harm, suicidal ideation, and suicide attempts. The results of the research 
may be generalized to all adolescents.  
Research Questions: 
1) What are the longitudinal trends of the students’ responses regarding self-harm, suicidal 
ideation, and suicide attempts? 
2) What is the relationship between school belongingness and thoughts of self-harm, 
suicidal ideation, and suicide attempts? 
3) To what extent, is there any difference of the relationship between school belongingness 
and thoughts of self-harm, suicidal ideation, and suicide attempts by gender and grade level?  
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Chapter 2: Literature Review 
Theoretical Framework 
The concept of belonging has a long, rich history. From the earliest of times, people have 
sought acceptance by family members, peers, and communities. The need to belong is one of the 
most basic needs that is present across all age groups and cultures. “The need to belong is a 
fundamental human motivation that refers to an important psychological construct including 
formative implications for both individuals’ healthy development and well-being” (Arslan, 2018, 
p. 23).   
Throughout the review of the literature, several key theories emerged. These existing 
theories are related to the need to belong and suicidal ideation/suicide attempts. The following 
commentary provides an overview of each of the theories that are related to this research topic: 
Maslow’s Hierarchy of Needs, the Interpersonal-Psychological Theory of Suicide (ITPS), 
General Belongingness Theory, and the Positive Youth Development Model (PYD). Each theory 
contributes to the understanding of the connections between adolescent belongingness, self-






Figure 1. Visual representation of the conceptual framework 
Maslow’s Hierarchy of Needs 
In 1943, Abraham Maslow famously created his hierarchy of needs as part of his work in the 
area of developmental psychology and human motivation. The pyramid displays the five levels 
of the most basic human needs. In his first presentation of his theory, Maslow pronounced that 
needs lower down in the hierarchy must be met before individuals can move up the pyramid. The 
five levels, from the bottom to the top are: 1) physiological needs - food and water, 2) safety 
needs – shelter and security, 3) belongingness and love, 4) esteem needs – self-esteem and 
confidence, and 5) self-actualization – becoming the best version of oneself and reaching one’s 
potential. Figure 2 is a visual of Maslow’s Hierarchy of Needs depicting the five levels (Burton, 
2012). 



















Figure 2. Maslow’s hierarchy of needs 
The need for belongingness is the third tier behind basic needs for survival and safety. 
The position of belongingness in the pyramid illustrates the importance that Maslow placed on 
the need to belong in regard to an individual’s complete, healthy psychological development. 
The fact that belongingness is third in the hierarchy supports the importance of achieving this 
stage in order to promote healthy psychological development. Only then can one develop self-
esteem and self-actualization - reaching one’s full potential (McLeod, 2020).  According to 
Maslow’s hierarchy of needs theory, the desire to belong is an essential need that people are 
motivated to fulfill, surpassed only by safety and physiological needs; research findings support 
the importance of regular social interactions in increasing one’s sense of (Acosta, Hagan, & 
Joiner, 2017). Existing research on the topic of school belongingness cites Abraham Maslow’s 
Hierarchy of Needs as the foundation for research of this topic in educational settings.  
 In 1995, Roy Baumeister and Mark Leary were the first to conduct ground-breaking 
research on the topic of belongingness. Built upon Maslow’s hierarchy, Baumeister and Leary 





hypothesis.’ In the late 1990s, a more focused area of research developed on the concept of 
belonging: school belongingness. Early studies on this more focused topic were performed by a 
Stanford University professor in 1998. Dr. Kathryn Wentzel (1998) discovered that positive 
teacher-student relationships, positive peer relationships, and positive school adjustment led to 
social and academic motivation at school. Wentzel found that “students’ perception of teacher 
caring is significantly linked to students’ internal control beliefs, school interest, and academic 
effort” (Johnson, L. 2009, p. 101). Johnson noted that although research on the relationship 
between school belonging and student success is becoming more widespread, there is a limited 
amount of research on exactly how the school environment and climate can best be developed to 
affect a student’s sense of school belonging.  
In later years of his research, Maslow refined his concept on the hierarchy. In 1987, 
Maslow discussed that the order of needs was not as rigid as first presented in 1943. The order of 
needs might be simultaneous because most behavior is multi-motivated and any behavior tends 
to be determined by several or all the basic needs (McLeod, 2020). In the 1970s, Maslow 
expanded the list to include cognitive and aesthetic needs, and the list grew from five stages to 
eight. McLeod presents a list of the needs added to the pyramid: 1) physiological – air, warmth, 
sex, and sleep, 2) safety – order, law, and freedom from fear, 3) belongingness – trust, intimacy, 
acceptance, and being affiliated with a group, 4) esteem – status, achievement, mastery, and 
independence, 5) cognitive – curiosity, exploration, need to understand, and the need for 
meaning and predictability, 6) aesthetic – appreciation and sense for beauty and balance, 7) self-
actualization – seeking personal growth and peak experiences, and 8) transcendence – mystical 






Maslow’s work describing the need for belonging has proven to be a powerful theoretical 
foundation in much of the early and current research on school belongingness. His ideas have 
made a significant contribution to teaching and classroom management, and rather than reducing 
student behaviors to responses to the school environment, he suggests a holistic approach to 
education (McLeod, 2020). Basically, before a student can focus on the work and learning the 
material, the basic physiological and psychological needs must be met. In order for students to 
reach their potential, they need to feel emotionally and physically safe and accepted within the 
classroom (McLeod, 2020). The basis for building a school climate to support the growth of 
school belongingness comes from Maslow’s theory and his idea that the classroom and teachers 
are key to creating the welcoming environment where students are accepted and respected. 
Teachers play an extremely important role in helping students reach and sustain the school 
belongingness need; being fair, tolerant, respectful, and approachable contribute to the 
satisfaction of this need (Gallagher, 2015).  
The Interpersonal-Psychological Theory of Suicide (IPTS) 
 Human beings have a fundamental need to belong, and when this need is unmet, it has the 
potential to lead to a range of negative health outcomes, including suicide (Chu, Tucker, Patros, 
Buchman-Schmit, Stanley, Hom, Hagan, Rogers, Podlogar, Chiurliza, Ringer, Michaels, & 
Joiner, 2017). Suicide is a global health and wellness crisis that deserves attention and action. 
“Suicide is the leading cause of death among young people overall and the second leading cause 
among 10-to-24-year-old Americans” (Podlogar, Ziberna, Postuvan, & Kerr, 2017, p. 336). 
However, most of the literature overlooks what many consider the most vulnerable age group – 
adolescence.  Adolescence is an important context for suicide research. This age is the typical 





emotionally at a time when transitions and changes abound (Horton, Hughes, King, Kennard, 
Westers, Mayes, & Stewart, 2016). A significant number of existing studies were conducted with 
undergraduate level college students. The data revealed as a result of these studies are shocking! 
On college campuses, “more than 50% of college undergraduates report contemplating suicide, 
and approximately 8% of undergraduates’ attempt suicide each year” (Servaty-Seib, Lockman, 
Shemwell, & Marks, 2016, p. 141). Researchers attempted to identify the primary risk factors for 
those most at-risk for suicidal tendencies. For college undergraduates, the risk factors include 
problematic behaviors, such as substance abuse and drinking independently, developmental 
concerns, and lack of social support during the transition to college life. In fact, the researchers 
found “that undergraduate college students identified their relationships with family and friends 
(77% and 56%, respectively) as protective factors for suicide” (Servaty-Seib, et. al., 2016, p. 
143). In the review of the literature, similarities between the protective factors for this age group 
and factors for adolescents transitioning from middle to high school emerged. The underlying 
theme regarding the importance of developing supportive, trusting relationships between 
adolescents and adults appears to be fluid from adolescence throughout young adulthood.  
One of the most prevalent theories in a review of the literature is the Interpersonal-
Psychological Theory of Suicide (IPTS), and “although this theory has a growing base of 
evidence among adults, it has yet to be tested in adolescents using direct measures of its central 
constructs” (Horton, et. al., 2016, p. 1133). IPTS was developed by Thomas Joiner (2005). Joiner 
proposed that two factors in particular appear related to the desire to die by suicide: perceived 
burdensomeness (i.e., sense that one is a burden to others) and thwarted belongingness (i.e., 
greater sense of alienation from others) (Buckner, Lemke, Jeffries, & Shah, 2017). Of the factors 





reliable predictors of suicidal ideation among the general population…without the presence of 
thwarted belongingness, perceived burdensomeness is an insufficient factor to lead to suicidal 
ideation” (Ploskonka & Servaty-Seib, 2015, p. 82). Furthermore, according to Horton, et.al. 
(2016), individuals will die by suicide only if they have both the desire to die and the capability 
to do so. Certain mental and mood disorders may predisposition an adolescent to experience a 
higher incidence of thwarted belongingness and perceived burdensomeness. Unstable 
interpersonal relationships, rejection from family and peers, anger issues, and social anxieties 
may be associated with a social disconnection from others individuals who at one time had a 
significant relationship with the adolescent (Silva, Ribeiro, & Joiner, 2015).  
IPTS is an integral tool in understanding the risks associated between an individual’s 
need to belong and the tendency to engage in self-harming behaviors. Joiner’s research (2005) 
indicated that a “powerful suicide risk is generated by the interaction of a) an individual’s 
experience of loneliness and isolation (thwarted belongingness), b) the individual’s perception of 
being a burden on others (perceived burdensomeness), and c) the individual’s habituation to self-
harm, engage in suicidal behaviors, or fall victim to suicidal ideation” (Barzilay, Feldman, Snir, 
Apter, Carli, Hoven, Wasserman, Sarchiapone, & Wasserman, 2015, p. 68). Joiner’s research 
reveals certain signs that parents, teachers, and peers can look for in adolescents suffering from 
thwarted belongingness: loneliness, fewer friends, a broken family, social withdrawal, mental 
illness and family conflict (Chu, et. al., 2017). Perceived burdensomeness is often characterized 
by an adolescent’s feelings of self-hate, low self-esteem, shame, and thoughts that everyone 
would be better off without them (Chu, et. al., 2017). When an adolescent is discovered carrying 
out self-harming behaviors, such as cutting, this may be a sign that the young person is 





harm, to suicidal ideation, to suicidal behaviors, an adolescent’s fear of death is lowered and the 
likelihood of suicide attempts increases significantly (Chu, et. al., 2017). The figure 3 illustrates 
how thwarted belongingness and perceived burdensomeness can potentially contribute to an 
adolescent’s suicidal ideation or attempts at suicide according to IPTS. 
 
Figure 3. Interpersonal-psychological theory of suicide model  
Studies by McLoughlin, Gould, & Malone (2015) have focused on gender differences as 
a determining factor in suicidal ideation and attempts, and their findings revealed that female 
teenagers are generally much more likely than males to experience suicidal ideation and 
attempts, yet males complete suicide more frequently than females. It is not surprising that 
adolescence is an age where risk is heightened for self-harm and ideation. As young people 
mature, they experience changes associated with hormones. The transition from middle school to 
high school can be challenging and stressful, and peer groups (or the lack of a strong peer 
support group) can be distressing to pre-teens and teenagers trying to find their identity and place 
in the world. McLoughlin, et. al. (2015) found that suicidal ideation increases acutely between 





from 12.1% to 29.9%” (p. 774). The authors of this particular study found that bullying and peer 
victimization are additional risk factors that can accelerate a pathway to suicide. With ever-
changing technology and increases in social media use, cyberbullying poses a new challenge for 
the prevention of bullying.  
In a study conducted by Barzilay, et. al. (2017), the focus of the research was on 
adolescents. One of the findings indicated that thwarted belongingness presents differently as it 
relates to parents or to peers. “Adolescents with a low sense of belonging to parents and a high 
sense of burdensomeness are at significantly higher risk of suicidal ideation…the interaction 
between peer belongingness and burdensomeness was not significant” (Barzilay, et. al., 2015, p. 
72). This finding is significant since it is often assumed that the need to belong for adolescents is 
fueled primarily be peer relationships and peer interaction at school. This may explain why the 
positive, supportive relationships formed by teachers and school staff with students is a primary 
focus for school climate and school belongingness studies and measurements in public 
education. After a thorough review of the literature on IPTS, it became clear that teenage suicide 
and suicidal ideation may be prevented when students feel socially connected and have a sense 
of belongingness at school (Chu, Buchman-Schmitt, Moberg, & Joiner, 2016).  
General Belongingness Theory 
 Roy Baumeister and Mark Leary (1995) developed the ‘belongingness hypothesis’, 
which suggests that human beings have a pervasive drive to form and maintain a minimum 
quantity of lasting, positive, and significant interpersonal relationships (Mellor, Stokes, Firth, 
Hayashi, & Cummins, 2008). Baumeister and Leary (1995)’s belongingness hypothesis involves 
two criteria to satisfy the drive for the need to belong: “first, there is a need for frequent, 





place in a stable and enduring framework of affective concern for each other’s welfare” (p. 497). 
In their opinion, and based on their research, the need to belong is found in all cultures to some 
degree. The majority of the literature regarding general belongingness theory focuses on 
individuals 18 years of age and older. For adolescents, as with adults, when these relationships 
are lacking or weak, individuals may encounter feelings of isolation and loneliness. In a high 
school environment, belonging to a peer group, club, or sports team can support a teenager’s 
sense of belonging; however, these connections based on peer groups or sports may change over 
time. Some adolescents may experience feelings of belongingness when they are an active 
member of a sports team, and if that affiliation is discontinued, the teen may enter into a stage 
where they do not feel that they belong. The challenge then arises to try to reconnect those 
students who feel disconnected from the school in other ways, such as clubs, other activities or 
team sports (Vaz, Falkmer, Ciccarelli, Passmore, Parsons, Tan, & T. Falkmer, 2015). Baumeister 
and Leary (1995) reinforce the fact that “to satisfy the need to belong, the person must believe 
that the other cares about his or her welfare and loves/likes him or her” (p. 500). If the feelings of 
belonging are not reciprocated, then this basic need to belong has not been met.  
 Current research on general belongingness identifies the school environment as a key 
factor in determining an adolescent’s overall feeling of belongingness. “School belonging has 
been defined as the ‘extent to which students feel personally accepted, respected, included, and 
supported by others in the school environment” (Schochet, Smith, Furlong, & Homel, 2011, p. 
586). Within the school environment, adolescents experience opportunities to connect at three 
levels: school connectedness, teacher connectedness, and peer connectedness. Research by 
Ellerbrock & Kiefer (2014) suggests that teacher-student relationships are the primary factor in 





environment. Many adolescents crave the attention and support offered by their teachers; too 
often young people do not have a stable home environment where parental support and 
encouragement are the norm. School climate research indicates that students who have at least 
one teacher, counselor, or administrator with whom they build trust, can offset the negative 
impact of not having that kind of relationship with parents or other family members. “Research 
using general adolescent populations has indicated that students who perceive their teachers as 
caring and supportive are more likely to attain better test scores, attend school more often, and 
successfully complete high school” (McLaren, Schurmann, & Jenkins, 2015, p. 1692).  
 In the classroom, teachers have some degree of autonomy over interactions between 
students and teachers and students and peers. The overall tone is set by the teacher; the 
classroom can be organized in a manner that supports frequent interactions and the teacher can 
create and facilitate lessons that allow students to work and share in small groups. Furthermore, 
the teacher can provide positive and constructive feedback, and the classroom can be introduced 
as a safe place where all personalities, thoughts, and contributions are respected and appreciated. 
Classroom strategies that allow for numerous and positive interactions between students and 
teachers can be a useful mechanism for fostering school belongingness and trusting relationships 
(Vaz, et. al., 2015). This type of classroom organization has been characterized as ‘democratic’. 
“A democratic school climate has a greater impact on students’ belongingness than structural 
characteristics, such as the size of the school, facilities, and if the school is public or private…a 
democratic school climate may allow for teachers to implement collaborative teaching strategies 
which in turn would result in more interactions between students, further enhancing school 






Positive Youth Development Model 
 Trusting relationships at school “emerge as protective factors that are crucial for positive 
development of early adolescents; school is one of the critical environments where teenagers can 
develop a sense of belonging” (Drolet & Arcand, 2013, p. 29). For decades, psychologists and 
educators relied on a “prevalent deficit model” when it came to approaching the study of positive 
youth development (Lerner, 2017). In this model, the focus was on making adolescents ‘less 
bad’; a ‘less bad’ adolescent did not get into as much trouble as a ‘bad’ adolescent. “Into the 
1990s, this deficit perspective was the predominant lens despite more than 30 years of 
countervailing research findings” (Lerner, 2017, p. 1183). The positive youth development 
model (PYD) redirected the focus on an individual’s assets versus their deficits. The PYD model 
sought to identify the process that could enhance those positive attributes of young people that 
were valued by them and others (e.g. parents, peers, teachers, coaches), as compared to processes 
that reduced or prevented undesirable characteristics (Lerner, 2017). Rick Little (2017), who 
worked as an innovator in the field of youth programs, formulated the term 4 C’s of PYD which 
included: competence, confidence, connection, and character. This subsequently evolved into 
what is known at the 5 C’s – caring or compassion was added as this 5th C (Lerner, 2017). This 
approach to positive youth development relied on the concept of developmental plasticity, which 
is the idea that the adolescent brain can change and grow over time. A graphic illustration of the 







Figure 4.  Positive youth development model 5 C’s 
  Laurence Steinberg (2014), a leading expert on adolescence and developmental 
psychology, has competed research studies on the plasticity and malleability of the adolescent 
brain. In his book, Age of Opportunity, Steinberg (2014) explains his research findings that 
presented adolescence as a time of heightened neuroplasticity – “the adolescent’s brain 
experiences amplified sensitivity to the environment, and this leads to the encoding of 
experiences more deeply and in more detail” (p. 21). The period of adolescence is the best time 
to focus efforts on positive youth development. The teenage brain is more open to developmental 
changes and the creation of new neural paths and connections because of the high level of 
plasticity during this age of development. If the 5 C’s are instilled into our middle and high 
school students by teachers, administrators, and family members, then it stands to reason that 
these young people will have a better sense of belongingness and connectedness; they will 
engage in a positive asset model of development versus a negative asset model. Steinberg (2014) 





part of this vision. Steinburg discusses a study on belongingness. The measurement tool used in 
the study “was based on how much students felt that they fit in to the student body, were liked by 
other classmates, and had friends in school” (p. 142). The findings, when compared to other 
countries, were astonishing. The United States scored higher than every other country that 
participated, on the measure of social engagement; in America, high school is for socializing. 
America’s high school students, on average, think that school is boring and unchallenging. 
“Without changing the culture, or school climate, changes in instruction or instructors won’t and 
can’t make a difference” (p. 146). As teachers and administrators focus on changing the school 
climate, they must include a focus on student belonging and student engagement. If students are 
not engaged or do not feel like they belong, they are less likely to tackle difficult assignments or 
explore new ideas.  
 The research findings of Steinberg and Lerner, as presented by Soares, Pais-Ribeiro, & 
Silva (2018), have contributed to the conceptual framework of ‘developmental assets’ and the 
positive youth development perspective. This model associates positive external assets with 
skills, competencies, and values (internal assets), and when combined can reinforce thriving 
development” (Soares, Pais-Ribeiro, & Silva, 2018). What this means, in laymen’s terms, is that 
positive development can be promoted through a combination of individual assets and favorable 
external conditions, such as those found in the school environment. Under this theory, 
individuals are rated on 20 external assets and 20 internal assets. External assets include: 
experiences, relationships, support and opportunities provided by family, the school, the 
community, and peer groups (Soares, et. al., 2018). A caring school climate, characterized by 
supportive teachers and administrators, coupled with parental involvement in school activities, 





assets consist of beliefs, values, competencies, and self-perceptions that adolescents develop over 
time as they mature and gain more experiences (Soares, et. al 2018). This model of PYD 
assumes that the greater the number of positive opportunities an adolescent engages in, the 
greater the likelihood that the adolescent will successfully develop those internal assets. Linking 
the PYD model to an adolescent’s sense of belonging illustrates the need for the creation of a 
positive, supportive school environment when planning on ways to foster the sense of 
belongingness in high school students.   
 Schools, family members, and peer groups may offer “resources that can influence 
development positively” (Gestsdottir, Urban, Bowers, Lerner, & Lerner, 2011, p. 61). However, 
the authors stress that adolescents must take an active role in their personal development in order 
for these relational resources to enhance the probability of PYD. Today, ecological approaches to 
human development continue to dominate the field. “Ecological approaches focus on the 
processes that account for development and the interactions among developing adolescents” 
(Smetana, Campione-Barr, & Metzger, 2006, p. 256). Urie Bronfenbrenner (1994) is well-known 
for his theory of ecological models of human development; he famously introduced his 
ecological paradigm for the first time in the 1970s. He created the term ‘proximal processes’, 
which refer to the forms of interaction a maturing adolescent has in the immediate environment 
(Bronfenbrenner, 1994). A major result of Bronfenbrenner’s research (1994) on the topic of 
proximal processes in human development uncovered that the majority of the relevant studies of 
proximal processes have focused on family dynamics and relationships; very few deal with other 
key developmental settings, such as classrooms and schools.  
 In the 21st century, more attention has been given to additional factors that impact 





obligations (Smetana, et. al., 2006). As teenagers face higher levels of stress related to peer 
pressure, balancing school work and a job, increasing competitiveness in college acceptance, 
economic uncertainties, and unstable home and family situations, it is more important than ever 
that the school environment be a place of acceptance and support. Schools are considered “a 
predominant learning environment for social conduct, social skill development, and of important 
social understandings that begin in early childhood, and for adolescents, the peers they interact 
with in high schools are important information sources for youth coming to understand how they 
are likely perceived by society at large” (Schall, et. al., 2016, p. 463). Meanwhile, educators and 
administrators are challenged with the task of balancing high-stakes testing and academic 
achievement with fostering a teenager’s sense of school belongingness. The results of the 
literature review indicate that creating a school environment that meets an adolescents’ need to 
belong does not need to come at the expense of academic success. High-achieving school 
environments often place high expectations on learning while simultaneously valuing each 
student within the school community (Schall, et. al., 2016). The PYD model illustrates how 
positive experiences contribute to the overall well-being of a developing adolescent, and because 
adolescents spend so much of their time at school, the importance of the school climate cannot 
be underestimated.  
Much of the literature is in agreement as to what constitutes the definition of school 
belongingness: school belongingness is defined as students’ beliefs and feelings that they are 
personally accepted, respected, included, and supported by others in the school 
environment…school belongingness goes beyond students’ attendance at school and 
encompasses the extent to which they have established social bonds with their teachers and peers 





sense of school belonging, they are more likely to be committed to academic success. This 
commitment to accepting challenging assignments and working hard to put forth their best 
efforts results in higher levels of academic success, lower rates of absenteeism, and higher 
graduation rates. Teachers and administrators can create an environment in the classroom and 
school-wide that fosters trusting, supportive relationships between students and teachers. 
Everything from affirmation when a student achieves goals or makes progress towards goals, to 
going out of the way to ensure that a student’s home life or personal battles with mental illness 
are addressed appropriately to keep the student safe and well-cared for, contribute to an 
increased sense of belonging. A student who feels that there is an adult in the building in whom 
they can place their trust can mean the difference between life and death, literally, for a small 
number of students; saving just one student from self-harming behaviors can be considered a 
huge win for those who care about that young person.  
Existing studies and journal articles report the importance of belongingness; however, 
much of the existing literature focuses on elementary school children or college-aged young 
adults. Research focused on adolescents is lacking compared to other developmental age groups. 
“Adolescents are the voices who are often unheard or underrepresented…the adolescent voice is 
missing in research, and they have much to tell and contribute to this topic of study, if we 
actually listen to them” (Drolet & Arcand, 2013, p. 31). In their study, Drolet and Arcand (2013) 
took an ‘insider’ look at the perspective of the adolescent regarding belongingness. For 
adolescents, the peer group is the number one concern. Adolescents who have friends and feel 






When adolescents were questioned about positive relationships with adults, the teenagers 
indicated that a considerable amount of importance was placed on having positive relationships 
with teachers and staff members who truly care about them. The teens described how important 
it was to them that adults in their life relate to them. “In conveying their sense of belonging, 
many described their teachers as ‘funny’, ‘cool’, or ‘chill’…it seems that an ability on the part of 
the professionals to maintain easy-going contact with adolescents in reaching out and connecting 
with them” is of utmost importance (Drolet & Arcand, 2013, p. 34). Existing research confirms 
the importance of faculty and staff building close, trusting, and supportive relationships with 
adolescents. Strong relationships can be built when faculty and staff take time to really get to 
know one’s students – their strengths, weaknesses, needs, and other potential barriers to learning 
and engagement.  Drolet & Arcand (2013) note that teachers repeatedly talked about the value of 
being present and receptive to listening to their students, while taking the steps to understand the 
issues their students face on a daily basis. The importance of creating positive and productive 
relationships with adolescents is a critical piece to forming these trusting relationships.  
The theories presented as part of this literature review contributed to the theoretical 
framework of this research study. Each theory contributes elements that, when woven together, 
provide various approaches to building a sense of school belongingness in high school students. 
In the secondary data analyzed for this research study, the survey instrument analyzed, the 
GSHS, is broken down into eight sub-scales that measure various factors that affect an 
adolescent’s sense of school belongingness: school connectedness, peer support, adult social 
support, cultural acceptance, school safety, peer victimization, student information, and school 
climate.   
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Chapter 3: Methodology 
Research Design 
In this study, a quantitative research design was conducted using secondary longitudinal 
data. A working definition of secondary analysis is: analysis of data that was collected by 
someone else for a primary purpose other than the one intended by the current researcher 
(Johnston, 2014). This approach to research is growing in popularity due to the increased 
quantity and accessibility of quantitative data sets. Although secondary data analysis uses 
existing research, it requires the same basic research principles as studies utilizing primary data 
and has steps to be followed just as any research method (Johnston, 2014). This quantitative 
methodological approach begins with the same kind of investigation into primary and secondary 
resources, and is followed by an evaluation of the existing knowledge base on the research topic.  
As research data sets in education have grown in quantity, availability, relevance, and 
trustworthiness, graduate student researchers are choosing to use these data-rich sources to 
support their research endeavors; however, the existing data must be thoroughly evaluated to 
determine if the resource is “suitable, sufficient, and high-quality” (Sherif, 2018, p. 1). This 
approach to research is less costly and is time-saving. If the research questions in the original 
study support and measure what the graduate student researcher is attempting to measure, then it 
makes sense to utilize data that has been vetted properly for reliability and validity.   
Setting and Participants 
The data analyzed in the study is taken from the GSHS and includes three consecutive 
years of survey data (2016, 2017, and 2018). The GSHS survey collects longitudinal data that 
dates back to 2011, when the survey instrument was implemented. The setting for the data 





States. It is neatly situated between several small to mid-size mountain ranges and is located 
within 60 miles of one of the largest cities and business centers in this part of the nation. The 
town has several major 4-year colleges and universities within a 100-mile radius.  The location 
of the town is attractive to those who love nature, boating, hiking, and the opportunity to 
experience all four seasons.   
Since the mid-1960s, the industry in the town has been singularly focused on the 
manufacturing of floor covering. The labor is primarily manual in nature and requires very little 
education. As the industry has progressed with improvements in technology over the last few 
decades, the employers provide training on new and updated equipment for the laborers. The 
employers in this industry offer above-average hourly wages, and although the work is 
monotonous, prospective employees have moved to the area to take advantage of the higher 
wages and opportunities for advancement with little to no postsecondary education.  
Beginning in the 1980s, the community started to receive an influx of Latino immigrants 
from Central and South America, primarily from Mexico, Honduras, Guatemala, and the 
Dominican Republic. The immigrants were attracted to the area because of the employment 
opportunities. Currently, the community is comprised of approximately 49% Hispanic/Latino 
residents, 40% White/Caucasian, 8% African American/Black and the remaining 3% between 
Asians and Mixed Race. Over 46% of the households speak Spanish as the primary language. 
The percentage of households at or below the poverty line s 22.2% (www.census..gov).  
The research school was established 103 years ago and is the longest standing secondary 
school in the area. The rationale for choosing this particular school for the study is: the long 
history and excellent reputation for educating high school students in the community, the 





status (roughly 72% of the students qualify for free and reduced lunch), the school has a large 
number of students, which provides a larger data base to research, and the fact that the 
community has experienced a higher than average number of teenage suicide over the last few 
years.  The high school serves approximately 2,000 students in grades 9 – 12. The school serves 
males, females, and LGBTQ students. The ethnic make-up of the student body does not mirror 
the ethnic diversity within the town; the student population at the high school is roughly 70% 
Latino/Hispanic. The table 1 illustrates the ethnic breakdown of the student body, according to 
the 2016, 2017, and 2018 GSHS 2.0 survey.  
Table 1.  




2016 2017 2018 
Gender 
Female 837 (54.5%) 949 (53.2%) 817 (52.7%)  
Male 698 (45.5%) 836 (46.8%) 734 (47.3%) 
Race 
Black 90 (5.9%) 109 (6.1%) 74 (4.8%) 
Hispanic 950 (61.9%) 1179 (66.1%) 1038 (66.9%) 
White 390 (25.4%) 404 (22.6%) 342 (22.1%) 
Asian 34 (2.2%) 36 (2.02%) 42 (2.7%) 
Other 71 (4.6%) 57 (3.2%) 55 (3.6%) 
Grade 
9 473 (30.8%) 517 (28.9%) 452 (29.1%) 
10 379 (24.7%) 505 (28.3%) 432 (27.9%) 
11 404 (26.3%) 390 (21.9%) 372 (23.9%) 
12 279 (18.2%) 373 (20.0%) 295 (19.0%) 
Total 1535 (100%) 1785 (100%) 1551 (100%)  
 
The data analyzed for this study comes from responses from students at the targeted 
school over the school years: 2016, 2017, and 2018. The number of students who participate 
annually in the survey is between 1,500 and 1,800. In the subject high school, all students take 





ensure a similar testing experience for all the students; the goal is to minimize any environmental 
or social outside interruptions. These same procedures are carried out each year when the survey 
is administered, and this plan supports consistency across school years. Students have one-to-one 
technology and use their own devices to take the survey. Approximately 20% of the 12th grade 
students are dual enrollment at the local 4-year college and do not attend any classes at the high 
school campus; therefore, the numbers for that grade level are slightly underrepresented.  
Data Collection Procedures 
The GSHS is the data source for the study (www.gadoe.gov ). It is administered annually 
to all public high school students in the state of Georgia via an online survey. The survey is 
created, implemented, and managed by the Georgia Department of Education. The survey was 
developed by various departments within the GaDOE, including the Assessment and 
Accountability division in collaboration with the Georgia Department of Public Health and 
Georgia State University. The survey is offered at no cost to schools and districts within the state 
of Georgia; public schools grades 3 – 12 are required to administer the survey annually during 
the months of October through February of each school year. The survey is available for private 
use but is not a requirement placed on private schools.  
Each year in June a general information report is available for public viewing on the 
GaDOE website. For research, the report does not provide sufficient data to support a credible 
study; the raw data is necessary for reliable, valid study results. The public report data is general 
and is not reported individually for each respondent. The annual published report provides the 
number of students, number of males/females in each grade, and what percentage of students 
answered the question alike. The raw data is not available to the public. In order to obtain and 





Accountability division. The request for the secondary data for three years of survey data for the 
target school was made online. The researcher explained how the data would be used in the role 
as a graduate level doctoral student at the University. The request for data was approved and 
forwarded to the researcher, along with a key outlining the scales used for student responses for 
each of the 121 questions on the survey. The Georgia Department of Education is responsible for 
storing all data that is collected or shared with researchers.  
According to the GaDOE, the survey measures what it is intended to measure, and the 
results are consistent from year-to-year. Each teacher is expected to talk to the students about the 
importance of answering honestly without fear of punishment or retribution; with more accurate 
results, teachers and administrators can create more effective plans for intervention and 
improvement. All data collected is held by the GaDOE. “GaDOE collects and maintains 
education records on Georgia school districts, students, and staff, in response to state and federal 
laws and state board rule requirements including progress monitoring and for audit purposes” 
(www.gadoe.gov).  
Survey Instrumentation 
The GSHS includes questions about the school environment, risky behaviors that students 
may engage in, and feelings of being a part of the school campus and activities. The survey 
collects demographic information: race, ethnicity, gender, socio-economic status, and grade 
level. The raw data for this research study was obtained directly from the GaDOE based on a 
request by the researcher. Approval was obtained due to the proposed use of the data for 
graduate level research. The raw data supplied includes: answers provided by each respondent 
with accompanying grade level and gender; however, the ethnicity and socio-economic status for 





The GaDOE has uploaded a presentation for viewing by the general public that explains 
why the GSHS and measurement of school climate is so important at the high school level. “A 
positive school climate: mitigates negative perceptions of self, improves a wide range of 
emotional and mental health outcomes, increases self-esteem, reduces psychiatric problems of 
high school students, and increases the psychological well-being and ability to cope with 
stressful situations” (https://www.gadoe.org/schoolsafetyclimate/Pages/School-Climate-Star-
Rating.aspx).  
According to the GaDOE website, “the results from surveys collected from students 
(GSHS), parents, and school personnel are used to calculate a School Climate Star Rating, which 
is used as a diagnostic tool within the College and Career Readiness Performance Index (CCRPI) 
to determine if a school is on the right path to school improvement” (www.gadoe.org).  In order 
to receive credit on CCRPI for administering the GSHS 2.0, 75% of the students in each grade 
within the school must complete the survey.     
Georgia was the first state in the nation to include school climate as an early indicator in 
its’ academic accountability system. A large component of a school’s ‘Star Rating’ is school 
climate, and the GSHS works as the tool to measure student perceptions of school climate using 
a 121 question survey. Other data included in the calculation of the school’s CCRPI score 
include: attendance data, graduation rates, number of discipline referrals, the variety of rigorous 
coursework available to students, such as Advanced Placement courses, and standardized test 
scores. A school’s CCRPI score is placed as one of the highest priorities for measuring school 
and student success and receives a great deal of attention when results are published. The star 
ratings range from 1 to 5, with 5 being the highest score a school can attain. The history of the 






CCRPI and Star Rating History Across Years  
Scores 
  Academic Year       
2014 2015 2016 2017 2018 2019 
CCRPI Score 73 71.5 76.5 76.6 81.2 80.3 
Star Rating 4 4 4 4 5 4 
The rating helps educators and administrators’ re-direct attention, finances, and planning 
efforts to the weak points within the school environment. A holistic approach towards the 
creation of a well-rounded educational experience for all students is utilized to improve upon the 
weaknesses noted in the CCRPI report. Parents make decisions regarding where to send children 
to school and many school system employees decide where to work based on CCRPI scores and 
the trends of the CCRPI results. The results are publicly reported on an annual basis in June on 
the GaDOE website. If a school and/or district fails to meet minimum improvement 
requirements, the state can take over control of operations for the school and/or district.  
In August, 2020, the GaDOE published an updated plan for school climate and safety. 
The figure 5 is from the GaDOE website and illustrates the variables deemed most important by 
the DOE to maximize the safety and well-being of students through the school climate. 
 






 According to the figure above, most of the items contributing to a positive school climate 
are measured in the GSHS as sub-scales: caring relationships fall under peer support and adult 
social support, meaningful participation and belonging is included in school connectedness and 
cultural acceptance, and safety encompasses school safety and peer victimization.  
The GaDOE places significant importance on the survey results, and by integrating the 
results into each school’s CCRPI score, district leadership realizes that the implementation of the 
annual survey is a non-negotiable in regards to improvement in school climate, school success, 
and meeting student needs. Areas of weakness in the CCRPI scores demand immediate attention 
and planning on school improvement by administration and the district school board of 
education. Although the CCRPI is comprised of many variables which contribute to school and 
student success, building quality, supportive relationships with students is one of the most 
meaningful investments that educators can make towards the development and success of the 
student body. 
The GSHS includes questions about the school environment, risky behaviors that students 
may engage in, and feelings of being a part of the school campus and activities. The surveys are 
anonymous to protect student privacy and to ensure that students feel comfortable being truthful 
when answering the questions. The 121 questions are divided under the following 
categories/sub-scales (Table 3). The entire survey questions are given in Appendix A. 
Table 3.  




School Connectedness 1-5 
Peer Social Support 6-10 





Cultural Acceptance 15 - 19 
Social/Civic Learning 20 - 27 
Physical Environment 28 - 31 
School Safety 32 - 38 
Peer Victimization 39 - 45 
Parent Involvement 46 - 49 
Drug/Alcohol Use 50 - 62 
Student Information 63 - 86 
School Climate 87- 93 
Age of Onset 94 - 100 
Perception of Risk/Harm 101 - 105 
Peer/Adult Disapproval 106 - 113 
Mental Health Questions 114 - 121 
 
In addition to the demographic data, the researcher analyzed the results of the questions 
related to school connectedness, drug and alcohol use, suicidal ideation and attempts, and school 
climate. The questions related to school connectedness address issues related to: whether 
students look forward to going to school (question 2), if students feel that they fit in at school 
(question 3), whether they feel connected to the school, peers, teachers, and other staff members 
(question 5), along with the availability of peers with whom they can approach if they need help 
(question 7), incidences of bullying, and the level of respect they receive from teachers. The 
questions related to drug and alcohol abuse address the types of substances used and the 
frequency with which the student engages in illegal behaviors related to drinking and drugs 
(questions 50 – 62). Several questions address the student’s history of self-harm, depression, 
battles with mental illness, suicidal ideation, and attempted suicide (questions 63 – 86). The 
section related to school climate poses questions about whether the student feels that he or she 
has an adult in the school environment with whom they can approach and confide (questions 11 





The questions on the survey employ Likert Scale responses with 1=strongly disagree, 
2=disagree, 3=agree, and 4=strongly agree. For the questions with multiple options to choose 
from, 1=the first choice listed with the last choice on the list assigned the highest number value. 
The eight sub-scales and the questions from the GSHS, that were used in the research study, are 





Survey Questions, Subscales of the GSHS, and Associated Variables that Were Included in the Study  
 








"Belongingness is when students feel close to, a part of, happy at school" (Allen & 
Bowles, 2012, p. 109). 
#3: I feel like I fit in at school. Belongingness 
"School belongingness is the extent to which students feel personally accepted, 
respected, included, and supported by others in the school environment" (Sebokova, 
Uhlarikova & Halamova, 2018, p. 18). 
#4: I feel successful in school Belongingness 
"Perceptions of belonging have been determined to have important effects on adolescent 
development, influencing both social and academic outcomes (Schall, Wallace, & 
Chhuon, 2016, p. 462). 
#5: I feel connected to others at school. Belongingness 
"Research has found that regular social interactions increase one's sense of belonging" 
(Acosta, Hagan,& Joiner, 2017, p. 55). 
#7: I know a student at my school who I can talk to 




"Students who feel that they belong are abler to fully engage in learning" (Romero, 
2015, p. 1).  
#8: I know a student at my school who I can talk to 
if I am feeling sad or down. 
Belongingness 
"The presence of good friends are agreed by many as the most important factors in 
boosting an adolescent's sense of belongingness ( Allen & Bowles, p. 109). 
#9: I have a group of friends at school that I have 
fun with and are nice to me. 
Belongingness 
"It appears that having friends and feeling socially accepted contribute to an 
adolescent’s sense of belonging (Drolet & Arcand, 2013, p. 31).  





"Numerous and positive interactions between students and teachers can be a useful 
mechanism for fostering school belongingness" (Vaz, et. al, 2015 p. 12).  
#19: All students in my school are treated fairly 




"Students who feel they are valued by their teachers generally have more positive 
attitudes and are more likely to persevere in the face of difficulty" (Romero, p. 1).  
#33: I have worried about other students hurting me.  
School Safety 
Self-Harm 
"Bullying and peer victimization are additional risk factors that can accelerate a pathway 
to suicide" (McLoughlin, et. al., 2015, p. 776). 
#34: I feel safe at school. Belongingness 
"We found that students who felt safer at school were more attentive and efficient in the 
classroom" (Concordia, 2016).  
#39: I have been bullied or threatened by other 
students. 
Peer Victimization Self-Harm 
"We know that bullying behavior and suicide-related behavior are closely related. This 
means youth who report any involvement with bullying behavior are more likely to 
report high levels of suicide-related behavior" (www.cdc.gov).  
#40: I have been picked on or teased at school. Peer Victimization Self-Harm 
"Youth who report being frequently bullied are at increased suicide-related behavior" 
(www.cdc.gov).  
#42: I have received threatening or harassing text 
messages from other students. 
Peer Victimization Belongingness 
"Cyberbullying may cause many serious and negative impacts on a person's life (Zhao, 





#43: I have been mocked, tormented, or harassed on 
a social networking site (e.g. Facebook, Twitter) by 
other students.  
Peer Victimization Belongingness "Cyberbullying can lead to teen suicide" (Zhao, Zhou, & Mao, 2016, p. 1).  
#79: During the past 12 months, on how many 





"Suicide is the second leading cause of death among 10 to 24-year-old Americans" 
(Podlogar, et. al., 2017, p. 336).  
#80: During the past 12 months if you have 
seriously considered harming yourself on purpose, 




"Thwarted belongingness is identified as one of the strongest and most reliable 
predictors of suicidal ideation" (Ploskonka & Servaty-Seib, 2015, p. 82).  
#81: During the past 12 months, on how many 




"Circumstances that can affect a person's vulnerability to these behaviors exist at a 
variety of levels of influence - individual, family, community, and society" 
(www.cdc.gov).  
#82: During the past 12 months, if you have harmed 





There are certain signs that may indicate a higher likelihood of self-harm: "loneliness, 
absence of reciprocal care, fewer friends, non-intact family, social withdrawal, and 
family conflict" (Chu, et. al., 2017, p. 1314).  
#83: During the past 12 months, on how many 





McLoughlin, et. al., (2015) found that suicidal ideation increases acutely between the 
ages of 12 and 17" (p. 774)  
#84: During the past 12 months, if you have 
seriously considered attempting suicide, what was 




"Adolescents with a low sense of belonging to parents and a high sense of 
burdensomeness are at significantly higher risk of suicidal ideation" (Barzilay, et., al., 
2015, p. 72).  
#85: During the past 12 months, on how many 




"Circumstances that can affect a person's vulnerability to these behaviors exist at a 
variety of levels of influence - individual, family, community, and society" 
(www.cdc.gov).  
#86: During the past 12 months, if you have 




"Adolescents with a low sense of belonging to parents and a high sense of 
burdensomeness are at significantly higher risk of suicidal ideation" (Barzilay, et. al, 
2015, p. 72).  
#91: I know an adult at school that I can talk with if 
I need help. 
School Climate Belongingness 
"The ability on the part of the faculty to maintain easy-going contact with adolescents is 
of utmost importance" (Drolet & Arcand, 2013, p. 34).  
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Data Analysis Plan 
The GSHS raw data was analyzed to calculate correlation and linear regression analysis 
using SPSS (Ver.27). Correlation, which is concerned with the relationships between two 
measured variables, and linear regression are the most commonly used techniques for 
investigating the relationship between two quantitative variables (Hung, Bounsnga, & Voss, 
2018).  
The first research question explores the longitudinal trends of student responses regarding 
questions about self-harm, suicidal ideation, and suicide attempts and the descriptive analysis 
was conducted using three years’ data (2016-2018).  
 The second research question identified potential relationships between school 
belongingness and thoughts of self-harm, suicidal ideation, and suicide attempts. In this question, 
the researcher explored factors, based on the existing literature, that historically have been 
correlated to these negative behaviors. The GSHS includes questions that explore each of these 
factors. The questions are grouped under the sub-scales: peer support, adult social support, 
cultural acceptance, peer victimization, school climate, student information, and school safety 
(Table 4). Then, the researcher conducted a Pearson’s r correlation analysis for the three-years 
included in the study.  
 The third research question explored to what extent, is there any difference in the 
relationship between school belongingness and thoughts of self-harm, suicidal ideation, and 
suicide attempts by gender and grade level. Linear multiple regression analysis was used to 
determine if there is a linear relationship between an independent variable and a dependent 
variable. Student information is the dependent variable. The independent variables were 





reported for each of the independent variables. The independent variables include grade (9-12), 
gender (female/male), school connectedness, peer social support, adult social support, cultural 
acceptance, school climate, peer victimization, and school safety. Each category of independent 
variables was calculated as a percentage of the total number of responses.   
Benefits and Limitations of Secondary Data Analysis 
There are benefits and limitations of using secondary quantitative data analysis. The first 
consideration for using an existing database is whether the database contains the kind of data and 
information that would answer the proposed research questions.  The Georgia Student Health 
Survey (GSHS) database was selected because it does indeed provide a rich dataset to investigate 
the variables examined in the research questions proposed in this study.  Secondly using an 
existing database is economical. (Tantawi, 2013). As a result, researchers have access to large 
datasets without having to invest personal expense and time. Additionally, researchers can gain 
access to information collected from large samples (entire student body) at the same time. The 
data has already been analyzed and sorted by grade level, gender, and ethnicity. Since the GSHS 
survey is conducted annually, researchers can conduct longitudinal studies and examine trends in 
the data over time. Tantawi (2013) suggests that “secondary data may provide greater scope, 
both in time and space, than a single researcher or even a group would have the resources to 
achieve” (p. 2). A primary benefit is related to the privacy and safeguards required when 
conducting research with adolescents. Secondary data analysis “has the advantage of not 
collecting [new] data from individuals who require special treatment with regards to age and 
privacy” (Sherif, 2018, p. 7).  
Research questions examining topics such as suicide are highly sensitive and students 





published on the website of the Georgia Department of Education and are available to the public 
and are not privy to only certain levels of administration within school districts. As Cheng and 
Phillips (2014) note “data posted online are usually cleaned by professional staff members who 
often provide detailed documentation about the data collection and data cleaning process” 
(Cheng & Phillips, p. 374). This is the case with the GSHS.  The data has cleared various levels 
of scrutiny and results in information that is transparent and easily verified by parties interested 
in current or future research process and results.  
Finally, use of existing datasets in large databases can expand the benefit of the original 
research to address other related and potentially important research questions.  Through the 
GSHS, the Georgia Department of Education has invested much time and expense, along with its 
partners, to gather, compile, and present data that is highly relevant to the well-being of our 
students. As Cheng and Phillips (2014) note “the analysis of existing data can be used to address 
potentially important new research questions or provide a more nuanced assessment of primary 
results from the original study” (p. 371).  
There are limitations to this type of research. A major limitation is that the database may 
contain data collected for purposes different than those in the secondary research (Sherif, 2018). 
The GSHS 2.0 collects more data than simply those topics addressed in this study; however, the 
survey is divided into various sections, and only those sections related to the research questions 
in this study were examined.  It is the researcher’s responsibility to review all data sets and 
include only the data that is relevant to the topic of research.  
A second limitation is that archived quantitative data may be “bound by time, which can 
make the process of accessing high quality data and interpreting them in light of current issues 





collected as recently as 2019 is accessible. The GaDOE is committed to updating the survey to 
change with trends; in fact, the GSHS was reconfigured for the 2018-2019 school year. The 
number of questions was narrowed from 121 to 91; however, the same sub-scales were used to 
organize the data.  
A third limitation is the researcher’s lack of control over the questions that were asked 
(Tantawi, 2013). A thorough analysis of the 121 questions of the GSHS survey was conducted 
by the researcher and a university faculty member with expertise in survey design research which 
addresses mental health and quality of life issues. Those questions which related to self-harm, 
suicide ideation or suicide attempts, and those questions which were aligned with the constructs 
of belongingness were identified. 
Ethical Consideration 
The data collected from the GSHS survey from Georgia Department of Education. 
Initially, when the researcher started thinking about how data would be collected and what kind 
of data would be required to investigate this topic, the researcher realized that the types of 
questions necessary to compile the research addressed very sensitive subjects. The GSHS 
includes all of the topics and questions necessary to conduct the research study. Most 
importantly, the number of participants in the GSHS, versus what could be undertaken through 
interviews and journal entries, is significantly greater. For these reasons, the GSHS is the optimal 
resource for the purposes of this study. The research study did not require parental consent since 
the data was directly obtained from the GaDOE. The raw data did not carry any identification of 
survey participants; only the grade level and gender were reported.  
 The plan for the research study was to analyze and compare the data for the subject high 





improvement were analyzed. In creating this secondary data analysis research methodology, 
certain steps were followed to adequately analyze existing data sets. According to Johnston 
(2014), the researcher must determine the appropriate match of a dataset to ensure congruency 
and to determine the quality of the primary study and resulting dataset. Some questions to keep 
in mind when evaluating an existing data set include: “a) what was the purpose of the study, b) 
who was responsible for collecting the information, c) what information was actually collected, 
d) when was the information collected, and e) how was the information obtained” (Johnston, p. 
622). All of these steps were present in the analysis of the GSHS datasets. In order to 
successfully undertake research using a secondary data analysis methodology, the secondary 
researcher must have access to adequate documentation from the primary research, including 
protocols and procedures followed in the collection of the original data (Johnston, 2014). The 
secondary researcher had access to this type of information due to an ongoing relationship as a 




Chapter 4: Results 
Research Question #1 
For the first research question, there are four survey questions (79, 81, 83, and 85) that 
focus on the number of times that students have considered self-harm, engaged in self-harm, 
seriously considered attempting suicide, and how many have actually attempted suicide. These 
questions are under the sub-scale entitled “Student Information”. The scale of answer choices on 
these four questions range from 0 to 3; 0 = 0 times, 1 = 1 to 2 times per week, 2 = 3 to 4 times 
per week, and 3 = 5 or more times per week. Questions 80, 82, 84, and 86 ask the students ‘what 
was the most likely reason’, and the discussion of those results will follow.  
Before the discussion of the data illustrated in the tables ensues, it is necessary to 
describe the differences between self-harm and suicidal ideation and suicide attempt. Questions 
79 and 81 specifically focus on the self-reported number of times students have thought about or 
engaged in self-injuring behaviors. In recent years, when someone hears the term ‘self-harm’, 
one of the first types to come to mind is cutting. Self-harm can be explained as a non-suicidal 
self-injury most commonly occurring in the adolescent years (Petersen, J., Freedenthal, S., 
Shelton, C., & Andersen, R., 2008). According to Petersen, et. al. (2008), 70% to 90% of 
adolescents who engage in self-injury regularly cut themselves. Cutting is the act of breaking the 
skin to the point where the skin bleeds; a sharp razor blade is typically used in cutting. Other 
forms of self-harm include: burning the skin, punching the body, hitting the head against a wall, 
ingesting harmful materials, such as bleach or detergent, or pulling out hair. Most adolescents 
hurt themselves in more than one way, and according to Petersen, et. al, (2008), the majority of 





depiction of the number of students who have engaged in the activities described in questions 79, 
81, 83, 85, separated by gender.  
Question 79. Question 79 is the first question on the survey to explore the topic of self-harm; 
students are asked whether they have ever seriously considered self-harm. The number of 
students who answered ‘Yes’ over the three years studied was 8.7% (n=202), 12.7% (n=226), 
and 13.1% (n=203) for the years 2016, 2017, and 2018, respectively (Table 5). In 2016, the 
number of females who seriously contemplated harming themselves was almost triple the 
number of males; 72.3% (n=146) of those who considered self-harm were females versus 27.7% 
(n=56) of males. In 2017, the number of females declined slightly versus males compared to the 
2016 statistics. Females represented 65.9% (n=149) of the total, while males were at 33.1% 
(n=77). This trend continued into 2018 with 63.1% (n=128) of the total being female and 26.9% 
(n=75) being male. 
Question 81. Question 81 explores how many of the students actually hurt themselves on 
purpose over the 12-month period preceding the date the survey data was collected (Table 5). 
The number of students who affirmatively answered that they had engaged in self-harm in 2016 
was 8.34% (n=128) out of the 1535 students responding. There number of females in 2016 was 
again almost triple the number of males: 74.2% (n=95) and 35.8% (n=33). The trend identified 
for question 79 continued for years 2017 and 2018 for question 81 (Table 5). In 2017, females, as 
a percentage, declined to 68.4% (n=91) of the total (n=133), and males were 31.6% (n=42) of the 
133 total students who answered affirmatively on this question. In 2018, 113 students stated that 






Question 83. Question 83 explores suicidal ideation. The number of students who seriously 
considered committing suicide for the years 2016 through 2018 were: 8.5% (n=130) for 2016, 
9.9% (n=176) for 2017, and 9.7% (n=151) for 2018 (Table 5). These results equate to 1 in 10.73 
that a student will consider killing themselves on at least one occasion. The data analysis reveals 
that females are almost twice as likely to seriously consider suicide. The data reports: in 2016, 
70.8% (n=92) of the total students who considered attempting suicide were females and 29.2% 
(n=38) were of males. In 2017, 11.4% of total females and 8.1% of males in the thought about 
committing suicide; of those, 61.3% (n= 108) were females and 38.7% (n=68) were male. In 
2018, 11.3% of females and 8.04% of males in the student population admitted to suicidal 
ideation; 60.9% (n=92) were females, and 39.1% (n=59) were males. The percentage of female 
students was fairly consistent over the three-year period, while the percentage of males increased 
by over 2.5% over the same period. Overall, more than twice the number of females versus 
males engaged in suicidal ideation. 
Question 85. Question 85 collects data on suicide attempts (see Table 5). In 2016, 4.5% (n=69) 
students attempted suicide. The 2017 data reflects a slight decline, as a percentage of the whole 
student population; 4.4% (n=79) teenagers attempted suicide. In 2018, the overall number 
continued to decline; 3.6% (n=55) of the student body attempted suicide. Over the three-year 
period, the decline was steady for the female student population while the trend increased for 
male teenagers. Suicide attempts by female teenagers continued to be significantly higher than 
male suicide attempts for 2016 and 2017. For 2016, the data reflects a 5.9% for females and 
2.9% for males. Of the 69 students who attempted suicide, 71% (n=49) were females and 29% 
(n=20) were males.  In 2017, the data for females decreased to 4.9% of the total female student 





2016).  Of the 79 students who attempted suicide in 2017, 59.4% (n=47) were female and 40.6% 
(n=32) were male. The statistics reflect that the number of males, as a percentage of the total, 
doubled from 2016 to 2017 from 19% to 40.6% of the total. This trend of increases in males and 
a decline of females, as a percentage of the total, continued into 2018. In 2018, 3.8% (n=28) of 
the total female student population attempted suicide, while 3.7% (n=27) of the male student 
population attempted to take their own life. There were 55 total students who admitted to 
attempting suicide in 2018, and of those, 51% (n=28) female (51%) and 49% (n=27) were male.  
The number of males, as a percentage of the total, continued to increase from 40.6% to 49%, 
while females declined from 59.4% in 2017 to 51% in 2018.  
 In summary, females are almost twice more likely than males to think about harming 
themselves, engage in self-harming behaviors and suicidal ideation; however, the one trend that 
was unexpected was in suicide attempts by males. Although females in 2016 were more than 3 
times more likely to attempt suicide versus males, in both 2017 and 2018, the number of females 
declined while the number of males increased. By 2018, the statistics were 51% (n=28) females 
and 49% (n=27) males. This trend could be explained by the positive impact of trusting, 
supportive relationships between students and teachers. In the subject school, the motto is 
‘relationships, relationships, relationships’, meaning that forming a bond with students is the key 
to student achievement and success and student perseverance when faced with challenges. 
Females tend to be much more likely to open up and discuss stressors and seek advice from 
teachers they consider as mentors. The males are more likely to keep negative issues and 
stressors to themselves; the males do not want to appear weak when struggling with stressful 






Table 5.  
Responses On The Questions About Self-Harm And Suicide 
Items 
2016 2017 2018 
Female Male Female Male Female Male 
79. During the last 12 months, on how many 
occasions have you seriously considered 













81. During the last 12 months, on how many 














83. During the last 12 months, on how many 














85. During the last 12 months, on how many 













Total Number 1535 (100%) 1785 (100%) 1551 (100%) 
 
Next, most adolescents who think about harming themselves on purpose engage in self-
harming behaviors. Approximately 3.8% (n=58) of the students surveyed have attempted suicide 
on at least one occasion during the last 12 months (Table 6).  
Question 79. Question number 79 is the first item to address self-harm or suicide. In each of the 
three years studied, females were higher than males in all grades and all years on the question of 
whether they had considered harming themselves on purpose (Table 6). Out of the four grade 
levels, the 9th grade and 10th grade females had the highest average on the question of 
contemplating self-harm; 37.5% (n=90) and 39.3% (n=80) for 2016, 32.3% (n=89) and 33.6% 
(n=90) for 2017, and 27.6% (n=65) and 23.9% (n=53) for 2018, 9th and 10th grade females 
respectively. The 12th grade females had the least number of self-reported thoughts of harming 
themselves out of all of the female grade levels at 16.0% (n=26) for 2016, 17.3% (n=34) for 
2017, and 22.2% (n=36) for 2018. For 2016 and 2017, the instances increased very slightly for 
the 10th grade females and then dropped from 33.6% (n=90) to 23.9% (n=53) in 2018. For males, 





males in each grade level who thought about self-injuring. In 2017, 10th grade, 19.6% (n=48) and 
11th grade 22.0% (n=39), males reported higher levels of thinking about self-harm than males in 
grades 9 (13.7%, n=35) and 12 (10.5%, n=19). In 2018, the 11th grade males were the lowest at 
11.3% (n=18) of the male student population, while 9th grade males admitting contemplating 
self-harm was at 18.3% (n=40), 10th grade males were at 23.3% (n=48), and 12th grade males 
were at 21.1% (n=28).  
Question 81. The data analysis for question 81 reveals lower instances across all grades and both 
genders for engaging in self-harm (Table 6). For 2016 and 2017, 9th grade females had the 
highest level at 27.7% (n=71) and 22.3% (n=59), respectively. In 2018, females in all grade 
levels averaged between 12% (n=27) and 14% (n=29). The 12th grade females reported the 
lowest average among the four grade levels across the 3-year period. In 2016, 9th grade males 
reported at 10.9% (n=24), which was higher than the other three grade levels (10th at 6.9% and 
11th and 12th grade at 4.7% and 5.1%, respectively). In 2017, the 11th grade males were highest at 
15.8% (n=27), and for 2018, the 10th grade males were higher than the other grade males at 
14.3% (n=29). Overall, the data reflects that females reported a higher level of self-harm on a 
weekly basis versus males and the largest difference between females and males in the 9th grade 
(double or triple the amount of times of self-injury in females versus males).   
Question 83. Question number 83 addresses the number of times students have actually 
seriously contemplated committing suicide. For all three years analyzed, and in each grade level, 
females thought about committing suicide more than males in every instance (Table 6). For 
2016, 9th grade females and 10th grade females were at 21.7% (n=56) and 22.3% (n= 45), 





in 2016 and n=20 in 2017); however, the average doubled to 19.8% (n=32) in 2018. For the 
males, 12th graders more than doubled from 8.5% (n=11) in 2016 to 18.8% (n=26) in 2018.  
Question 85.  According to the data for question number 85, 9th and 10th grade females reported 
a higher level of suicide attempts versus males, with the following exception: 11th grade males 
were at 12.4% (n=21) for 2017 and reported higher than males in 9th, 10th, and 12th grade and 
higher than females in all grades (Table 6). In 2016, 9th grade females were highest at 12.6% 
(n=33) than other grade levels. The 11th and 12th grade females were lowest of all grade levels at 
5.6% and 6.2%% (11th grade at n= 13 and 12th grade at n= 10) of female student population. For 
males in 2016, 10th grade males were highest at 6.4% (n=10) as a percentage of the male student 
population. The 9th grade males were at 5% (n= 11), with 11th and 12th at 2.7% and 2.6%% (n=6 
and n=4, respectively).  
The number of times declines notably for females as they progress through high school; 
12th grade females report lower numbers than females in all other grades. The level for males is 
relatively stable over 9th, 10th, and 11th grade. The numbers do decline as the male teens progress 
through high school; however, the decline is more drastic in females because the numbers are 
higher for females in the underclassmen years of school.  
Table 6. 
Responses On The Questions About Harming Themselves, Self-Harm, Suicide Ideation, And Attempts 
Item Grade 
2016 2017 2018 
Female Male Female Male Female Male 
79. During the past 12 months, on 
how many occasions have you 
seriously considered harming 
yourself on purpose?   
9 37.5%(90) 15.0%(33) 32.3%(89) 13.7%(35) 27.6%(65) 18.3%(40) 
10 39.3%(80) 13.9%(25) 33.6%(90) 19.6%(48) 23.9%(53) 23.3%(48) 
11 29.6%(65) 13.8%(25) 28.6%(62) 22.0%(39) 23.4%(47) 11.3%(18) 
12 16.0%(26) 13.3%(15) 17.3%(34) 10.5%(19) 22.2%(36) 21.1%(28) 
81. During the past 12 months, on 
how many occasions have you 
harmed yourself on purpose?   
        9 27.7%(71) 10.9%(24) 22.3%(59) 6.9%(17) 14.4%(32) 6.7%(16) 
10 27.7%(58) 6.9%(12) 16.9%(45) 11.3%(26) 12.2%(27) 14.3%(29) 





12 9.3%(15) 5.1%(6) 5.4%(10) 4.7%(9) 11.7%(19) 10.5%(15) 
83. During the past 12 months, on 
how many occasions have you 
seriously considered attempting 
suicide?   
9 21,7%(56) 9.5%(22) 21.6%(59) 12.1%(30) 14.9%(34) 13.8%(31) 
10 22.3%(45) 8.1%(14) 22.2%(58) 12.9%(31) 13.5%(31) 13.3%(27) 
11 14.8%(32) 5.9%(11) 21.1%(45) 21.4%(37) 14.6%(31) 8.4%(13) 
12 9.9%(16) 8.5%(11) 10.4%(20) 9.4%(15) 19.8%(32) 18.8%(26) 
85. During the past 12 months, on 
how many occasions have you 
attempted suicide?   
9 12.6%(33) 4.5%(11) 8.6%(24) 9.3%(22) 7.4%(16) 5.8%(13) 
10 10.7%(23) 6.4%(10) 10.2%(27) 7.9%(19) 1.8%(4) 7.1%(15) 
11 5.6%(13) 2.7%(6) 6.1%(13) 12.4%(21) 4.9%(10) 4.8%(8) 
12 6.2%(10) 2.6%(4) 1.9%(4) 2.9%(5) 3.1%(5) 5.3%(7) 
        
 The next data set to be discussed includes analysis of questions 80, 82, 84, and 86. These 
questions take survey questions 79, 81, 83, and 85 a step further (Table 7). For students who 
responded that they did think about self-harm, participate in self-harm, engage in suicidal 
ideation, or attempt suicide, the students are asked the reasons why they entertained those 
behaviors or took those actions. The choices include: 0 = never, 1 = demands of school, 2 = 
problems with peers and/or friends, 3 = do not feel safe at school, 4 = family problems, 5 = 
bullying, and 6 = other. The survey does not provide an opportunity for the student to offer the 
primary reason if they choose ‘other’.  
Question 80. From 2016 to 2018, the number of students who did think about harming 
themselves increased (Table 7). For 2016, 84.4% (n=1291) of the teenagers stated that they have 
never seriously considered harming themselves. For those students who answered that they have 
considered injuring themselves, ‘school demands’ accounted for 3.3% (n=50) and ‘family 
problems’ influenced student actions for 3.0% (n=46) of the students surveyed. ‘Problems with 
peers and friends’ accounted for 1.8% (n=27). ‘Not feeling safe at school’ and ‘bullying’ both 
reflected a .7% (n=11), or less than 1%, of student responses. In 2017, 86.0% (n=1544) of 
students surveyed answered that they have never considered self-injuring, and in 2018, that 
percentage declined to 83.0% (n=1301); approximately 3% more of the student body seriously 





(n=98) answered ‘other’, 3.0% (n=54) attributed their thoughts to the ‘demands of school’, and 
2.1% (n=37) blamed these negative thoughts on ‘problem with peers and friends’. Family 
problems accounted for 1.5% (n=27) of the answers, and once again ‘not feeling safe at school’ 
had the lowest percentage of responses at .8% (n=14). Across the three-year period, ‘school 
demands’ and ‘family problems’ carried the most weight. In 2018, 83.0% (n=1301) of the 
respondents never seriously considered self-injuring on purpose. ‘Other’ accounted for 7.9% 
(n=123) and ‘school demands’ and ‘problems with peers and friends’ measured at 2.68% (n=42) 
and 2.62% (n=41), respectively. ‘Family problems’ were ascribed to 1.8% (n=28) of responses, 
and ‘bullying’ ranked the lowest for 2018 at .6% (n=9). 
Question 82. This question is the first to ask about why the student actually took action to self-
harm. Approximately 10% to 11% of the students surveyed over the three-year period admitted 
to injuring themselves on purpose (Table 7). Most of the students who answered chose ‘other’ as 
the reason; over the three years, the percentage ranged from 4.5% to a high of 4.9%. The primary 
reasons, besides ‘other’, were identified as: ‘demands of school’ 2.1% (n=33) for 2016, 2.0% 
(n=36) for 2017, and 1.7% (n=27) for 2018; ‘family problems’ 2.2% (n=34) in 2016, .9% (n=17) 
in 2017, and 1.2% (n=18) in 2018; ‘problems with peers and friends’ .9% (n=13) in 2016, 1.3% 
(n=24) in 2017, and 1.9% (n=31) in 2018. Over the three years, ‘not feeling safe at school’ and 
‘bullying’ are ranked the lowest; 2016 was .4% (n=6) and .9% (n=14), respectively, 2017 was 
.4% (n=7) for both reasons, and 2018 was 1.2% (n=19) and .4% (n=6).  
Question 84. This question explores the reasons why the students, who positively acknowledged 
that they engaged in suicidal ideation, seriously contemplated attempting suicide. Overall, 
approximately 88% of the students surveyed did not entertain thoughts of attempting suicide 





years studied, the percentages were 4.6% (n=70), 4.5% (n=81), and 5.5% (n=85), respectively. 
The ‘demands of school’ were calculated at 2.7% (n=42), 3.4% (n=61), and 2.1%(n=33) over the 
three-year period. Family problems resulted in 1.4% (n=34), 1.3% (n=23), and 1.5% (n=24), for 
2016-2018, respectively. Problems with peers/friends were at .8% (n=12), 1.3% (n=23), and 
1.8% (n=28) for all three years.  
Question 86. This particular question collects data from those students who have attempted 
suicide, on at least one occasion, over the 12-month period preceding the date the survey was 
taken. An average of 93% of the students taking the GSHS stated that they had not attempted 
suicide; this results in 7% of the student population admitting at least one suicide attempt over 
the prior 12-months. To put this into perspective, 7 out of every 100 students at the subject high 
school have attempted suicide within the 12-month period prior to taking the survey (Table 7). 
The reason most cited in the survey was ‘other’; from 2016 to 2018, 2.7% (n=42), 2.7% (n=48), 
and 3.0% (n=47), respectively, of the students stated that the reason for attempting suicide was a 
reason other than those listed as choices in the survey. The ‘demands of school’ was the second 
most cited reason. In 2016, 1.9% (n=29) of students chose this response option; the percentage 
declined slightly over the next two years to 1.9% (n=33) in 2017 to 1.4% (n=22) in 2018. Family 
problems were calculated as 1.2% (n=19), .5% (n=9), and .9% (n=15) for the three years studied. 
Problems with friends and peers rose from .5% (n=7) in 2016 to .9% (n=16) in 2017 and then 
declined slightly in 2018 to .8%. (n=14) School safety, school climate, and bullying continue to 
be negligible based on the calculations.  
 Overall, for all four of the questions above, the reasons behind the student’s thoughts and 





problems’, ‘problems with friends/peers’ and ‘other’. At the subject high school, bullying and 
school safety did not appear to be a significant issue.  
Table 7. 
Responses On The Questions About Reasons for About Harming Themselves, Self-Harm, Suicide 
Ideation, And Attempts 
Items Reasons 2016 2017 2018 
80: During the past 12 months, if 
you have seriously considered 
harming yourself on purpose, 
what was the most likely reason? 
Never  84.4% (1291) 86.0% (1544) 83.0% (1301) 
Demands of school  3.2% (50) 3.0% (54) 2.7% (42) 
Problems with peers 
and/or friends 
1.7% (27) 2.1% (37) 2.6% (41) 
Do not feel safe at 
school  
0.7% (11) 14 (0.8%) 1.5% (23) 
Family problems 3.0% (46) 27 (1.5%) 1.8% (28) 
Bullying 0.7% (11) 20 (1.1%) 0.6% (9) 
Other  6.1% (93) 98 (5.5%) 7.9% (123) 
82. During the past 12 months, if 
you have harmed yourself on 
purpose, what was the most likely 
reason?  
Never  88.7% (1363) 90.4% (1618) 88.7% (1386) 
Demands of school  2.1% (33) 2.0% (36) 1.7% (27) 
Problems with peers 
and/or friends 0.8% (13) 1.3% (24) 1.9% (31) 
Do not feel safe at 
school  0.4% (6) 0.4% (7) 1.2% (19) 
Family problems 2.2% (34) 0.9% (17) 1.2% (18) 
Bullying 0.9% (14) 0.4% (7) 0.4% (6) 
Other  4.8% (73) 4.5% (80) 4.9% (76) 
84. During the past 12 months, if 
you have seriously considered 
attempting suicide, what was the 
most likely reason? 
Never  89.6% (1376) 88.2% (1583) 87.6% 1366) 
Demands of school  2.7% (42) 3.4% (61) 2.1% (33) 
Problems with peers 
and/or friends 
0.8% (12) 1.3% (23) 0.8% (28) 
Do not feel safe at 
school  0.4% (6) 0.7% (13 ) 1.2% (18) 
Family problems 1.4% (22) 1.3% (23) 1.5% (24) 
Bullying 0.5% (8) 0.6% (10) 0.4% (6) 
Other  4.6% (70) 4.5% (81) 5.5% (85) 
86. During the past 12 months, if 
you have attempted suicide, what 
was the most likely reason? 
Never  92.7% (1424) 93.2% (1665) 93.4%(1448) 
Demands of school  1.9% (29) 1.9% (33) 1.4% (22) 
Problems with peers 
and/or friends 
0.5% (7) 0.9% (16) 0.4% (13) 
Do not feel safe at 
school  0.4% (6) 0.3% (5) 0.6% (10) 
Family problems 1.2% (19) 0.5% (9) 0.9% (15) 
Bullying 0.5% (8) 0.7% (13) 0.1% (2) 






Research Question #2 
The second research question explores the relationship between school belongingness and 
thoughts of self-harm, suicidal ideation, and suicide attempts. The strength of the correlation was 
determined by Pearson’s r correlation coefficient. In the table 8, the Pearson’s r correlation 
coefficient is outlined for each pair of variables for the years 2016, 2017, and 2018. The ** 
indicates that the correlation between the two variables is statistically significant at the 
significant level of alpha (α=0.05), and a negative sign illustrates which variables are negatively 
correlated. Each of the eight subscales was compared to the other sub-scales to determine which 
sub-scales were statistically significant in relation to the others (Table 8).  
2016 Details of Data Results. Peer support has the strongest correlation with school 
connectedness (r = .559; p<.001). This finding indicates that peer support for a student includes 
having other classmates or friends that an individual feels they can approach for help with 
homework or questions about the subject matter. There are three variables that are moderately 
correlated in relation to the level of school connectedness: adult social support (r =.480; p<.001), 
cultural acceptance (r =.445; p<.001), and school climate (r =.415; p<.001). Students who feel 
they have at least one adult with whom they can confide, feel culturally accepted, and think that 
the school climate is supportive reflect a moderate correlation with school connectedness. These 
findings support a student’s view of being a valued member of the student body; as these 
students gain supportive relationships with peers, teachers and administrators, the data indicates 
that the level of school connectedness increases (Table 8).  
Peer support has the strongest correlation to school connectedness (r =.559; p<.001). This 
makes sense, as one would expect students who have a stronger bond with peers at school to 





moderately correlated in this data set: adult social support (r =.307; p<.001) and school climate 
(r =.356; p<.001). The variable of adult social support reflects four other variables that are 
moderately correlated: school connectedness (r = .480; p<.001, peer support r = .307; p<.001, 
cultural acceptance r = .499; p<.001, and school climate r =.346; p<.001). The strongest 
correlation is the relationship between adult social support and cultural acceptance; the students 
who have at least one adult with who they can approach with issues or problems also feel the 
most accepted culturally. In the subject high school, where over 70% of students have a 
Hispanic/Latino ethnic background, this statistical result is not surprising.  
For cultural acceptance, the strongest correlation is adult social support (r =.499; p<.001), 
with school connectedness (r =.445; p<.001) and school climate (r =.319; p<.001). For students 
with a different cultural background and ethnicity, who feel totally accepted and appreciated for 
their differences, experience a stronger connection to the student body and have a positive 
opinion of the school climate.  
Peer victimization and student information were two variables that had no moderately 
strong or strong correlations to any of the other variables. The highest level of correlation for 
peer victimization was student information (r =.247; p<.001), cultural acceptance (r= -.233; 
p<.001) and school connectedness (r= -.206; p<.001). The higher the self-reported incidences of 
peer victimization are correlated to a higher level of student reported self-harm, suicidal ideation, 
and suicide attempts. As levels of peer victimization increases, cultural acceptance and school 
connectedness levels decline.  
The student’s perspective on positive school climate is moderately correlated with school 
connectedness (r=.415; p<.001), peer support (r=.356; p<.001), adult social support (r=.346; 





the school climate higher, or more positive. The last variable, school safety, reflected a 
correlation to school connectedness (r=.209; p<.001). The other variables were correlated, but 
not at the level of student connectedness.   
2017 Details of Data Results. In 2017, the data analysis reflected the highest level of correlation 
between school connectedness and peer support (r=.542; p<.001). The results in 2017 are similar 
to those in 2016 and illustrate similar patterns. School connectedness was positively correlated 
with peer support (r=.542; p<.001), adult social support (r=.470; p<.001), cultural acceptance 
(r=.445; p<.001), and school climate (r=.416; p<.001). Peer victimization and student 
information were negatively correlated to school connectedness (r=-.207; p<.001) and (r= -.239; 
p<.001), respectively (Table 8).  
Peer support was strongly, positively correlated to school connectedness (r=.542; 
p<.001), adult social support at (r=.306; p<.001), and school climate (r=.324; p<.001). Peer 
victimization (r= -.103; p<.001) and student information (r= -.144; p<.001) were negatively 
correlated to peer support. As levels of peer support decline, the correlation with peer 
victimization and thoughts of self-harm and suicidal ideation increase.  
 The highest correlation between the variable of adult social support was cultural 
acceptance (r=.496; p<.001), and school connectedness was moderately correlated (r=.470; 
p<.001). School climate was (r=.341; p<.001), and peer support were correlated (r=.306; 
p<.001). Cultural acceptance had two variables that were identified as strongly correlated: school 
connectedness (r=.445; p<.001) and adult social support (r=.496; p<.001). Peer support, (r=.263; 
p<.001), and school climate, (r=.298; p<.001), were correlated to the level of perceived cultural 
acceptance. The highest correlation for school safety was cultural acceptance (r=.243; p<.001) 





 Peer victimization in 2017 was negatively correlated to: school connectedness (r= -.207; 
p<.001), cultural acceptance (r=-.217; p<.001), and positively correlated to student information 
(r=.216; p<.001). Students who face more exposure to peer victimization feel less connected to 
school and less accepted culturally; students who have experienced peer victimization report that 
they self-harm and seriously consider suicide more than those students who do not suffer from 
peer victimization.  
 School climate in 2017 was moderately, positively correlated to school connectedness 
(r=.416; p<.001). In addition, students who have higher levels of peer support, (r=.324; p<.001), 
and adult social support, (r=.341; p<.001), rate the school climate at the high school more 
favorably. The highest correlation for student information is school connectedness; there is a 
negative correlation (r = -.239; p<.001) between school climate and school connectedness. 
Students who experience a lack of peer support, adult social support, and cultural acceptance, 
report higher instances of self-harm (r= -.144; p<.001), suicidal ideation (r = -.143; p<.001), and 
suicide attempts (r = -.172; p<.001). The only positively correlated variable related to student 
information was peer victimization (r=.216; p<.001).  
2018 Details of Data Results. For the 2018 data, school connectedness was reported as strongly 
positively correlated with school connectedness (r= .529; p<.001) and moderately correlated to: 
adult social support (r=.406; p<.001), cultural acceptance (r= .480; p<.001), and school climate 
(r= .418; p<.001). Peer victimization (r = -.214; p<.001) and student information (r = -.234; 
p<.001) were negatively correlated to school connectedness. Peer support was most positively 
correlated to school connectedness (r= .529; p<.001) and moderately correlated to school climate 
(r = .358; p<.001). Both peer victimization (r = -.146; p<.001) and student information (r = -





Adult social support was strong to moderately significant to cultural acceptance (r=.518; 
p<.001) and school connectedness (r=.406; p<.001). School climate was statistically correlated 
with adult social support (r=.310; p<.001). Both peer victimization (r=-.145; p<.001), and 
student information (r=-.124; p<.001) were negatively correlated with adult social support. 
Cultural acceptance was strongly associated with adult social support (r=.518; p<.001). School 
connectedness was moderately correlated with adult social support (r=.480; p<.001), while 
school climate was correlated positively (r=.301; p<.001).  
School safety was positively significant related to school connectedness (r=.238; p<.001) 
and adult social support (r=.226; p<.001). There was slight statistical association between school 
safety and school climate (r=.193; p<.001), peer support (r=.192; p<.001), and cultural 
acceptance (r=.192; p<.001). In 2018, the only positively correlated variable for peer 
victimization was school connectedness (r=.214; p<.001). All other variables were negatively 
correlated compared to peer victimization: school connectedness (r = -.214; p<.001), peer 
support (r = -.146; p<.001), adult social support (r = -.145; p<.001), and school climate (r = -
.156; p<.001).  
School climate was most highly, positively correlated to school connectedness (r=.418; 
p<.001). Peer support (r=.358; p<.001), adult social support (r=.310; p<.001), and cultural 
acceptance (r=.301; p<.001) were all moderately, positively correlated to school climate. Both 
peer victimization (r= -.156; p<.001) and student information (r=-.137; p<.001) were negatively 
correlated with school climate. Finally, student information was positively correlated with peer 
victimization (r=.228; p<.001), and most negatively significant to school connectedness (r=-
.234; p<.001), and cultural acceptance (r=-.191; p<.001).  





Table 8.  




















-----  ---- ---- ---- ---- ---- 
---- 
Peer Support 0.559** ----- ---- ---- ----- ---- ---- 
Adult Social Support 0.480** 0.307** ----- ---- ---- ---- ---- 
Cultural Acceptance 0.445** 0.286** 0.499** ----- ---- ---- ---- 
Peer Victimization -0.206** -0.157** -0.192** -0.233** ----- ---- ---- 
Student Info -0.237** -0.138** -0.181** -0.163** 0.247** ----- ---- 
School Climate 0.415** 0.356** 0.346** 0.319** -0.196** -0.214** ----- 




----- ----- ----- ----- ----- ----- ----- 
Peer Support 0.542** ----- ----- ----- ----- ----- ----- 
Adult Social Support 0.470** 0.306** ----- ----- ----- ----- ----- 
Cultural Acceptance 0.445** 0.263** 0.496** ----- ----- ----- ----- 
Peer Victimization -0.207** -0.103** -0.069** -0.217** ----- ----- ----- 
Student Info -0.239** -0.144** -0.143** -0.172** 0.216** ----- ----- 
School Climate 0.416** 0.324** 0.341** 0.298** -0.109** -0.125** ----- 




----- ----- ----- ----- ----- ----- ----- 
Peer Support 0.529** ----- ----- ----- ----- ----- ----- 
Adult Social Support 0.406** 0.245** ----- ----- ----- ----- ----- 
Cultural Acceptance 0.480** 0.287** 0.518** ----- ----- ----- ----- 
Peer Victimization -0.214** -0.146** -0.142** -0.142** ----- ----- ----- 
Student Info -0.234** -0.139** -0.124** -0.191** 0.228** ----- ----- 
School Climate 0.418** 0.358** 0.310** 0.301** -0.156** -0.137** ----- 
School Safety 0.238* 0.192** 0.226** 0.192** 0.015 -0.041 0.193** 
 
Overall, the results consistently support a statistically significant, positive correlation 
between the following variables: school connectedness and peer support, school connectedness 
and adult social support, school connectedness and school climate, cultural acceptance and adult 
social support, and cultural acceptance and school connectedness. These particular pairs of 





information, peer victimization and school connectedness, and school connectedness and student 
information reported the highest negatively correlated values. Students who viewed the school as 
having a favorable school climate, who felt connected to the school, who experienced peer and 
adult support, and experienced lower levels of peer victimization, reported lower instances of 
self-harm, suicidal ideation, and suicide attempts.  
For student information (which includes the questions about self-harm, suicidal ideation, 
and suicide attempts) the highest positive correlations were found with peer victimization. The 
highest negative correlations were consistent from year-to-year with school connectedness and 
cultural acceptance. In other words, the sub-scale that seemed to have the biggest impact on 
whether students harmed themselves or thought about suicide was peer victimization; the more 
peer victimization experienced by a student, the more likely that student was to self-harm or have 
thoughts about committing suicide or actually attempting suicide. The negative correlations 
indicate that the more the student feels like they are accepted culturally and connected to the 
school, the less likely that student is to entertain ideas of self-harm and suicide.  
Research Question #3 
 Research question 3 investigated the relationship between self-harm, suicidal ideation 
and suicide attempts (student information) by school belongingness, gender, and grade level. 
Multiple linear regression was used to determine if there is a linear relationship between an 
independent variable and a dependent variable. Student information, which includes the 
questions about self-harm, suicidal ideation, and suicide attempts) was the dependent variable. 
The independent variables were school belongingness, gender, and grade level.  
 For all three years, school connectedness was statistically significant to student thoughts 





p<.01), 2017 (B=-.168, t (9) = -4.507, p<.01), and 2018 (B=-.163, t (9) = -4.274, p<.01). This 
relationship was the foundation of the subject study. The hypothesis was that school 
belongingness and suicidal tendencies or actions are statistically significant and that the higher 
the level of school belongingness, the lower the self-reported numbers on the questions 
addressing self-harm and suicide and vice versa.  
 The analysis did not reveal a statistically significant relationship between peer support 
and self-harm, suicidal ideation, and suicide attempts. Adult social support reflected a marginal 
significance in 2016 (B=.049, t (9) =1.867, p=0.062). Cultural acceptance was slightly 
statistically significant in 2017 (B = -.046, t (9) = -1.76, p<.01) and increased in significance to 
in 2018 (B= -.079, t (9) = -3.225, p<01). School safety is recognized as significant in 2017 B=-
.12, t (9) =3.37, p<.01 but was not statistically significant in 2018 (B=.014, t (9) = .423, p=.672).  
 School climate was significant (B=-.080, t (9) = -.3652, p<.01) in 2016 but declined in 
significance for both 2017 (B= -.016, t (9) = -.749, p = .454) and 2018 (B= -.018, t (9) = -.912, 
p = .362). Peer victimization was statistically significant in all three years: 2016 (B= .272, t (9) 
= 7.323, p<.01), 2017 (B= .237, t (9) = 6.036, p<01), and 2018 (B= -.275, t (9) = 7.236, 
p<.01.). Grade level was significant for 2016 (B = -.051, t (9) = -2.933, p<.01). Gender was 
statistically significant for 2016 (B= -.177, t (9) = -4.558, p<.01) and for 2017 (B= -.108, t (9) = 
-2.862, p<.01).  
Table 9.  
Relationship Between Self-Harm, Suicidal Attempts By School Belongingness 
    2016 2017 2018 
Variable  B t p B t p B t  p 
School Connectedness -1.60 -3.934 0.00 -.168 -4.507 0.00 -.163 -4.274 0.00 
Peer Support -.003 -.092 0.926 -.028 -.845 0.398 -.009 -.292 0.77 
Adult Social Support -.049 -1.867 0.062 -.029 -1.178 0.239 0.016 0.697 0.486 
Cultural Acceptance -.002 -.066 0.947 -.046 -1.760 0.079 -.079 -3.225 0.001 





School Climate -.080 -3.652 0.00 -.016 -.749 0.454 -.018 -.912 0.362 
Peer Victimization 0.272 7.323 0.00 0.237 6.036 0.00 0.275 7.236 0.00 
Grade  -.051 -2.933 0.003 -.023 -1.331 0.183 0.01 0.607 0.544 
Gender   -.177 -4.558 0.00 -.108 -2.862 0.004 -.033 -.888 0.375 
           
Note: Dependent Variable; student information       
 
Overall, school connectedness carried the highest statistical significance, followed by 
adult social support, school climate, grade and gender. The data analyzed in response to research 
question 3 does indicate a relationship between grade and gender, as those relate to incidences of 
self-harm, suicidal ideation, and suicide attempts for years 2016 and 2017.  Females in grades 9th 
and 10th were more likely to engage in these thoughts and behaviors versus their male 
counterparts, and by the 12th grade year, the instances reported were at the lowest levels of the 
four years in high school.   
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Chapter 5: Conclusion 
 This chapter discusses the conclusions drawn from the data analysis in regard to the three 
research questions: 1) What are the longitudinal trends of the students’ responses regarding 
questions about self-harm, suicidal ideation, and suicide attempts? 2) What is the relationship 
between school belongingness and thoughts of self-harm, suicidal ideation, and suicide attempts? 
3) What is the relationship between self-harm, suicidal ideation, and suicide attempts by gender 
and grade level?  The implications of research and suggestions for future research are also 
discussed.  
The need to belong is one of the most basic human psychological needs. This need 
continues through one’s lifetime, and adolescence is a particularly critical time for teenagers to 
develop a strong sense of belonging at school, at home, and with friends. The stronger these ties, 
the less likely adolescents are to engage in self-harming and suicidal thoughts and actions. 
Existing research has proven that the student’s sense of school belongingness, if strong enough, 
can offset broken relationships within the family and peer groups.  
Over recent years, school systems at all grade levels have paid more attention to how a 
positive school climate, that focuses on building trusting, caring relationships with students, can 
greatly improve academic outcomes and offset disruptive and harmful student behaviors. When 
the school creates and supports an environment of cultural acceptance, safety, and positive, 
trusting relationships with teachers and peer groups, students are more likely to thrive and 
overcome challenges and adversity.  
The impetus for the research study was the fact that teenage suicide, according to the 
CDC, ranks second only to accidents in the causes of teenage deaths. This is preventable. The 





(www.cdc.gov). It is not only a national epidemic in the United States but is regarded as a 
national crisis in other countries around the world.  
Most teenagers who attempt or commit suicide, according to multiple studies identified in 
the literature review, engage in self-harming behaviors before the behavior escalates to suicidal 
ideation. The most common methods that teenagers use to self-harm include: cutting themselves 
until the skin breaks and bleeds, burning themselves with cigarettes or lighters, and punching or 
hitting themselves. The teenagers who engage in this type of behavior often state that they feel 
no pain or minimum pain while injuring themselves. The actions tend to release the build-up of 
anger, sadness, and loneliness brewing inside of the teenager’s mind and body.  
Students spend most of their waking hours at school – during the school day and 
participating in extra-curricular activities after school on multiple days each week. Teachers and 
coaches are often the first people to identify issues that a student may be facing that contribute to 
adolescent feelings of thwarted belongingness. Although educators have relatively no control 
over what happens at home when the student is not at school, they do have significant control 
over the school climate and what goes on in the classroom to support a student’s sense of school 
belongingness.  As a classroom teacher or a coach, the positive and encouraging interactions 
with a student during school may very well be the one thing that pulls the teenager back from 
following through with attempting suicide.   
In this research, three findings emphasized and supported the importance between school 
connectedness, peer support, adult social support, school climate, school safety, cultural 
acceptance, and peer victimization, in predicting levels of self-harm, suicidal ideation, and 
suicide attempts in high school students. First, the longitudinal trends showed that females were 





three-year period. As the teens progressed through high school, the number of females as a 
percentage declined, while the number of males as a percentage increased. For each of the three 
years analyzed, approximately 8% to 9% of the total student body seriously considered harming 
themselves. On the question of whether the students who contemplated self-harm actually 
followed through with self-injury, 7% to 8% of the total student population admitted to harming 
themselves on purpose. Second, there were both positive and negative correlations between the 
sub-scales of: school connectedness, peer support, adult social support, cultural acceptance, 
school safety, school climate, and peer victimization and self-harm, suicidal ideation, and 
attempted suicide. students who have a sense of school belongingness at this high school 
experience cultural acceptance, have a strong group of peer supporters, identify at least one adult 
in the high school in which they can confide or go to for help, feel safe at school, and describe 
the school climate as positive. These factors appear to be the most significant when attempting to 
detect risk factors and implement programs to enhance an environment of belongingness in the 
school. Students who experience peer victimization and have thoughts of self-harm and suicide 
have a lower sense of school belongingness. Although most students did not cite peer 
victimization as a reason for self-harm or suicidal ideation, the fact that the relationship is 
statistically significant and does exist at some level in the school, indicates that this is an area for 
improvement. Lastly, the findings show that the self-harm or suicidal ideation varies by 
demographic information, of the gender.  
 The researcher conducted additional reviews of existing literature to determine best 
practices for approaches to intervention. According to Dunleavy and Burke (2019, December), 
“a sense of belonging needs to be grounded within a specific group, to which the individual feels 





belonging” (p. 34). This group is best situated within the school environment. More specifically, 
the authors cite that a student who is able to develop a sense of belonging with teachers, or other 
adults within the school, experience enhanced psychological resilience. These one-to-one 
relationships are important to students; feelings of belonging, being accepted for who they are, 
and encouraged in challenging situations, help the student to cope with stressful life events and 
demands of school.  
Dunleavy and Burke (2019) emphasize that most educators would agree that there are 
many benefits to developing a sense of school belonging; however, it is still not a common 
practice. More than 50% of the schools surveyed as a part of the author’s research study did not 
reference a sense of belonging in school values or mission statements. In another study 
conducted by St. Amand, Girard, & Smith (2017), when students maintain positive relationships 
with teachers and peer groups that are “accompanied by encouragement, acceptance, support, 
and respect”, a sense of school belongingness can be created and maintained (p. 3).   
The educational community is more aware of the importance of school belongingness and 
a positive school climate due to the measures implemented by state boards of education. Climate 
and health surveys are the tools used on an annual basis by educators to compile longitudinal 
data that can be compared and tracked for improvements or deficiencies within individual 
schools and entire school systems. In the research school, the opportunity to use the data to 
formulate strategies to improve school belongingness among high school students is present; 
however, as with most schools, those issues not requiring immediate attention often fall to the 
bottom of the list.  
The research school is most likely similar to other high schools throughout the country, 





provides a clear indication of the factors that are most effective in building a student’s sense of 
belongingness while lowering instances of thoughts and attempts at self-harm and suicide at the 
high school level. Adult social support, cultural acceptance, and peer support carry the strongest 
positive correlational relationships to an increased sense of belongingness, while student 
thoughts of self-harm, suicidal ideation, and suicide attempts were highly negatively correlated 
to school connectedness and school belongingness. The results make sense to a teacher, but true 
change requires more than intuition. The data offers the statistical evidence necessary to make a 
case for importance of the school providing an environment where relationships are the key 
foundation to student success, academically and personally. This data is available to schools and 
district level decision-makers. If analyzed in detail, the results can offer a blueprint for school 
improvement that is tailored to the needs of the students in their district. For example, at the 
research school, the demographics have changed over the years, and now roughly 69% of the 
student population is Hispanic. The fact that cultural acceptance is a strong indicator for school 
belongingness in this school is not surprising.  
The research study takes the analysis a step further; it contributes to uncovering the 
reasons why the students at the research school think or engage in acts of self-harm, spend time 
entertaining suicidal ideation, or attempt to commit suicide. Again, the results are not surprising, 
but the statistics support the teenager’s reasoning behind such thoughts and actions. The 
demands of school, family problems, and problems with peers had the highest correlational 
relationship with these dangerous, self-harming thoughts and actions. The category of ‘other’ 
was frequently cited as the reason behind self-injuring thoughts and behaviors. This category 





and going to school, legal troubles, drugs or alcohol issues, level of responsibility at home and 
school, and failing grades.  
Based on the data results, as teenagers progress through high school, the levels of self-
harm, suicidal ideation, and suicide attempts decline. High school is a big transition, and it takes 
students time to adjust to the expectations and challenges that the high school years unveil. As 
adolescents mature and become more familiar with the environment and expectations, the ability 
to cope and manage challenging situations improves. Additionally, as trusting relationships are 
formed with faculty and staff members, the student has the opportunity to get advice and 
guidance from adults who serve as mentors to the student.   
The researcher has identified future extensions of the research topic. With the onset of the 
world-wide COVID-19 pandemic, school now looks very different than it did just six months 
ago. When the last GSHS was administered, the window was open from October 2019 through 
February 2020. The window for the survey was closed before school changed from in-person to 
100% virtual for the last part of the 2019-2020 school year. Many school systems started the 
2020-2021 school year virtually or on a hybrid schedule. Students, in many cases, who opted to 
choose face-to-face instruction versus 100% virtual, were placed on a hybrid schedule for the 
first few weeks where they only attended school in-person on two to three days per week, instead 
of five.  
The future goals are to use the dissertation research, analysis, and results, to create an 
improvement plan for the subject high school. After reviewing and analyzing trends in the GSHS 
data for the school, the researcher plans to develop a proposal and grant request that will allow 
the administrators and teachers to participate in training related to the creation and/or 





building student-teacher relationships that foster each student’s sense of belongingness is a long-
term goal. If students feel that they belong and are valued as unique, contributing individuals, 
they are less likely to engage in behaviors that place them at risk for self-harming behaviors or 
thoughts of suicidal ideation. The thought of a student believing that death is the only option is 
devastating. It is understood that home life and other factors outside of the school is an ever-
present challenge for teachers; however, if a plan can be implemented that will save the life of 
just one adolescent, then all of the efforts are worth the time. 
Georgia continues to be a high-risk state for COVID-19 with an above average reporting 
of new cases daily. Although the curve appeared to flatten in September and early October of 
2020, cases are now on the rise again. The continued increase in new cases and more deaths is an 
important factor to consider for students who are personally at-risk or who have immediate 
family members who are immunocompromised. Public school systems will still be required to 
administer the GSHS between late 2020 and early 2021 with at least 75% or more student 
participation. The results of the survey, which will be released by June, 2021, are anxiously 
awaited by educators and administrators to determine the impact virtual learning had on the 
mental health and connectedness of the student population. As a researcher on this topic, there is 
a nervous anticipation of how the 2020 GSHS results will statistically illustrate how this ‘new 
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GSHS 2.0 Questions 
Georgia Student Health Survey 2.0 
 (Grades 6-12)  
  
Demographic Questions   














Gender  o Female 
o Male  
Ethnicity  o Black or African American o 
Hispanic or Latino o White or 
Caucasian  
o Asian or Pacific Islander o 
Other  
Disability Status  Do you have an individualized education plan (IEP)? o 
Yes o No  
o I do not know o I 
prefer not to answer  
Disability Category  If you have an IEP, in what category is your disability?  
Check all that apply:  
o Learning disability o Emotional behavior 
disorder  
o Attention Deficit/Hyperactivity Disorder  o 
Physical Disability o Other  





Enrichment Programs  Are you enrolled in any of the following programs or 
classes (check all that apply)?  
o Gifted Placement  
o Advanced Placement/Honors Courses o Dual 
Enrollment  
    
 
Section A: School Climate  
School Connectedness  
1. *I like school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
2. Most days I look forward to going to school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
3. I feel like I fit in at my school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
4. *I feel successful at school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
5. I feel connected to others at school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
Peer Social Support  
6. I get along with other students at school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  





7. I know a student at my school that I can talk to if I need help (e.g., homework, class 
assignments, projects).  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
8. I know a student at my school that I can talk to if I am feeling sad or down.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
 
9. I have a group of friends at school that I have fun with and are nice to me.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
10. Students in my school are welcoming to new students.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
Adult Social Support  
11. *Teachers treat me with respect.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
12. Adults in this school treat all students with respect.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
13. All students are treated fairly by the adults in my school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  





14. Teachers treat all students fairly.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
Cultural Acceptance  
15. Students at my school treat each other with respect.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
16. Students treat one another fairly.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
 
17. Students show respect to other students regardless of their academic ability.  
  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
18. Students at this school are treated fairly by other students regardless of race, ethnicity, or 
culture.  
  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
19. All students in my school are treated fairly regardless of their appearance.  
  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
Social/Civic Learning  
20. I treat other students fairly.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  





21. Doing the right thing is important to me.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
22. Patience is an important trait to me.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
23. I am open towards different opinions and perspectives.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
24. I believe in helping others.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
 
25. Honesty is an important trait to me.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
26. I show courtesy to other students.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
27. I complete a task despite the challenges.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  





28. My school building is well maintained.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
29. My instructional materials are up to date and in good condition.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
30. Teachers in my school keep their classrooms clean and organized.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
31. Students in my school take pride in keeping our school building (e.g. bathrooms, classrooms, 
lockers) in good condition.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
School Safety  
32. I have felt unsafe at school or on my way to or from school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
 
33. I have worried about other students hurting me.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
34. I feel safe in my school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  





35. I have been concerned about my physical safety at school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
36. Students at my school fight a lot.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
37. I have been involved in a fight at school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
38. I have observed a fight at school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
Peer Victimization  
How often in the last 30 days have you experienced the following?  
  
39. I have been bullied or threatened by other students.  
Never  
Once or twice  
A few times  Many times  
Every day  
 
40. I have been picked on or teased at school  
Never  
Once or twice  
A few times  Many times  





41. I have received a threatening or harassing e-mail from other students.  
Never   
Once or twice  
A few times  Many times  
Every day  
42. I have received threatening or harassing text messages from other students (SMS).  
  
Never  
Once or twice  
A few times  Many times  
Every day  
43. I have been mocked, tormented, or harassed on a social networking site (e.g., Facebook, 
Twitter) by other students.  
Never  
Once or twice  
A few times  Many times  
Every day  
44. Someone has bullied or picked on me by pushing, hitting, or kicking me. 
Never 
Once or twice 
A few times 
Many times 
Every day 
45. Someone has bullied or picked on me by making fun of me, yelling at me, or saying 
something mean to me.  
Never  
Once or twice  
A few times  Many times  
Every day  
 
Section B: Parent Involvement  
46. My parents, or other adults at my home, think that education is important.  
  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  





47. My parents, or other adults at my home, are able to help me with my homework when 
I ask them.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
48. My parents, or other adults in my home, ask me about my grades on a regular basis.  
  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
49. My parents, or other adults at my home, think that it is important for me to graduate from 
high school.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
Section C: Drug and Alcohol Use  
50. During the past 30 days, on how many days did you have at least one drink of alcohol?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
51. During the past 30 days, on how many days did you smoke cigarettes?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 







52. During the past 30 days, on how many days did you use any other tobacco products?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
53. During the past 30 days, on how many days did you smoke an electronic vapor product (such as e-
cigars, e-pipes, vape pipes, vaping pens, e-hookahs, or hookah pens)?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
54. During the past 30 days, on how many days did you use marijuana (also called grass, pot) or hashish?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
55. During the past 30 days, on how many days did you drink 5 or more drinks of alcohol in a row, that 
is, within a couple of hours?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 







56. During the past 30 days, on how many days did you use methamphetamines (also called speed, 
crystal, crank, or ice)?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
57. During the past 30 days, on how many days did you use heroin (also called smack, junk)?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
58. During the past 30 days, on how many days did you use a prescription drug painkiller (such as 
Oxycontin or Vicodin) without a doctor’s prescription?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
59. During the past 30 days, on how many days did you use a prescription drug tranquilizer or sedative 
(such as Xanax or Ativan) without a doctor’s prescription?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 







60. During the past 30 days, on how many days did you use a prescription drug stimulant (such as 
Ritalin or Adderall) without a doctor’s prescription?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  
61. During the past 30 days, on how many days did you use any other type of prescription drug without 
a doctor’s prescription?  
 o 0 days  o 7 days  o 14 days  o 21 days  o 28 days o 1 day  o 8 
days  o 15 days  o 22 days  o 29 days o 2 days  o 9 days  o 16 days 
 o 23 days  o 30 days o 3 days  o 10 days  o 17 days  o 24 
days o 4 days  o 11 days  o 18 days  o 25 days o 5 days  o 12 days 
 o 19 days  o 26 days o 6 days  o 13 days  o 20 days  o 27 
days  




 To feel more 
alert  
 To relax or 
quiet my 
nerves  
 To enjoy 
myself  
 To get high  
 Does not 
apply  
Section D: Student Information  
63. In the past 7 days, how many days did you eat school lunch?  
 Not at all  
 1 day per 
week  
 2-3 days per 
week  






64. In the past 7 days, how many days were you physically active for at least 60 minutes at school or 
home?  
 Not at all  
 1 day per 
week  
 2-3 days per 
week  
 4-5 days per 
week  
 
65. On the average school day, how many hours do you play video or computer games, use a 
computer for something other than schoolwork, or watch television?  
  
 Not at all  
 1 hour 
per day  
 2-3 hours 
per day  
 4-5 hours 
per day  
66. I have been taught about alcohol, tobacco, and other drugs within the last year at school.  
  
    Yes  No  
67. I have been taught about AIDS or HIV infection within the last year at school.  
  
    Yes  No  
68. I have been taught about character education within the last year at school.  
  
    Yes  No  
69. During the past 12 months, on how many occasions have you thought about dropping out of 
school?  
  
 Not at all  
 On 1-2 occasions  On 
3-5 occasions  






70. If you were going to drop out of school, what would most likely be the reason?   
  













 Other  
71. In the past 30 days, I have driven a car or other vehicle while I was drinking alcohol:  
  
 Not at all  
 On 1-2 occasions  On 
3-5 occasions  
 On more than 5 
occasions  
 
72. In the past 30 days, I have ridden in a car or other vehicle with someone that was drinking 
alcohol.  
 Not at all  
 On 1-2 occasions  On 
3-5 occasions  
 On more than 5 
occasions  
73. Where do your friends usually use alcohol or tobacco?  
 Do Not Use  
 At Home  
 At School  
 In a Car  
 Friend’s House  
74. During the past 12 months, on how many occasions have you brought a weapon to school?  
 Not at all  
 On 1-2 occasions  On 
3-4 occasions  






75. During the past 12 months, on how many occasions have you participated in illegal gang 
activities?  
 Not at all  
 On 1-2 
occasions  
 On 3-4 
occasions  
 On more than 5 
occasions  
76. During the past 12 months, on how many occasions have you had friends that 
participated in illegal gang activities?  
 Not at all  
 On 1-2 occasions  On 
3-4 occasions  
 On more than 5 
occasions  
77. During the past 12 months, on how many occasions have you been offered, sold, or given 
illegal drugs on school property?  
 Not at all  
 On 1-2 occasions  On 
3-4 occasions  
 On more than 5 
occasions  
78. During the past 12 months, on how many occasions have you been in a physical fight on 
school property?  
 Not at all  
 On 1-2 occasions  On 
3-4 occasions  
 On more than 5 
occasions  
 
79. During the past 12 months, on how many occasions have you seriously considered harming 










 On 3-4 
occasions  
 On 






80. During the past 12 months, if you have seriously considering harming yourself on purpose, 
what was the most likely reason?   













or friends  
 I do not 






 Other  
81. During the past 12 months, on how many occasions have you harmed yourself on purpose?   
  




 On 1-2 
occasions  
 On 3-4 
occasions  
 On more 
than 5 
occasions  
82. During the past 12 months, if you have harmed yourself on purpose, what was the most likely 
reason?   















or friends  
 I do not 






 Other  
83. During the past 12 months, on how many occasions have you seriously considered attempting 
suicide?   





 On 1-2 
occasions  
 On 3-4 
occasions  




84. During the past 12 months, if you have seriously considered attempting suicide, what was the 
most likely reason?   












or friends  
 I do not 










 Other  
85. During the past 12 months, on how many occasions have you attempted suicide?   
  
 I have not attempted suicide  
 On 1-2 occasions  
 On 3-4 occasions  
 On more than 5 occasions  
86. During the past 12 months, if you have attempted suicide, what was the most likely reason?  
  
 I have not 
attempted 
suicide  







or friends  
 I do not 






 Other  
Section A: School Climate  
87. I feel my school has high standards for achievement.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  





88. My school sets clear rules for behavior.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  
 Strongly Agree  
89. The behaviors in my classroom allow the teacher to teach so I can learn.  
 Strongly Disagree  
 Somewhat Disagree  
 Somewhat Agree  













 Never used   13 years old  
 8 years or younger   14 years old  
 9 years old   15 years old  10 years old   16 years old  11 years old   17 







103. How much do you think people risk harming themselves, physically and in other ways, if they use one or 
more packs of cigarettes a day?  
 No Risk  
 Slight Risk  
 Moderate 
Risk  
 Great Risk  
104. How much do you think people risk harming themselves, physically and in other ways, if they smoke 
marijuana once or twice a week?  
 No Risk  
 Slight Risk  
 Moderate 
Risk  
 Great Risk  
105. How much do you think people risk harming themselves, physically and in other ways, when they use 
prescription drugs without a doctor’s prescription?   
 No Risk  
 Slight Risk  
 Moderate 
Risk  
 Great Risk  
Section D: Peer/Adult Disapproval  
106. How wrong do your parents feel it would be for you to have one or two drinks of alcohol nearly every day?   
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
107. How wrong do your parents feel it would be for you to smoke tobacco?   
  
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
108. How wrong do your parents feel it would be for you to smoke marijuana?   
  
 Not at all wrong  
 A little bit wrong  
 Wrong  





109. How wrong do your parents feel it would be for you to use prescription drugs not prescribed to you?   
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
 
110. How wrong do your friends feel it would be for you to have one or two drinks of alcohol nearly every 
day?   
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
111. How wrong do your friends feel it would be for you to smoke tobacco?  
  
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
112. How wrong do your friends feel it would be for you to smoke marijuana?  
  
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
113. How wrong do your friends feel it would be for you to use prescription drugs not prescribed to you?   
 Not at all wrong  
 A little bit wrong  
 Wrong  
 Very wrong  
Section E: Mental Health  
114. In the past 30 days, on how many days have you felt sad or withdrawn?   
 None  
 1 or 2 
days  
 3-5 days  









 All 30 
days  
115. In the past 30 days, on how many days have you felt suddenly overwhelmed with fear for no reason, 
sometimes including a racing heart or fast breathing?  
 None  
 1 or 2 
days  
 3-5 days  





 All 30 
days  
 
116. In the past 30 days, on how many days have you experienced severely out-of-control behavior that could 
hurt yourself or others?   
 None  
 1 or 2 days  
 3-5 days  
 6-9 days  
 10-19 days  
 20-29 days  
 All 30 days  
117. In the past 30 days, on how many days have you avoided food, thrown up, or used laxatives to make yourself 
lose weight?  
 None  
 1 or 2 days  
 3-5 days  
 6-9 days  
 10-19 days  
 20-29 days  





118. In the past 30 days, on how many days have you experienced intense worries or fears that get in the way of 
your daily activities?   
 None  
 1 or 2 days  
 3-5 days  
 6-9 days  
 10-19 days  
 20-29 days  
 All 30 days  
119. In the past 30 days, on how many days have you experienced extreme difficulty concentrating or staying still, 
which has put you in physical danger and/or caused school failure?  
 None  
 1 or 2 days  
 3-5 days  
 6-9 days  
 10-19 days  
 20-29 days  
 All 30 days  
120. In the past 30 days, on how many days have you experienced severe mood swings that have caused problems 
in relationships?  
 None  
 1 or 2 days  
 3-5 days  
 6-9 days  
 10-19 days  
 20-29 days  
 All 30 days  
121. In the past 30 days, on how many days have you experienced drastic changes in your behavior and/or 
personality?  
  
 None  
 1 or 2 days  
 3-5 days  
 6-9 days  
 10-19 days  
 20-29 days  





















School connectedness Pearson 
Correlation 
1 .559** .480** .445** -.206** 
Sig. (2-tailed)  .000 .000 .000 .000 
N 1535 1535 1535 1535 1535 
Peer support Pearson 
Correlation 
.559** 1 .307** .286** -.157** 
Sig. (2-tailed) .000  .000 .000 .000 
N 1535 1535 1535 1535 1535 
Adult social support Pearson 
Correlation 
.480** .307** 1 .499** -.192** 
Sig. (2-tailed) .000 .000  .000 .000 
N 1535 1535 1535 1535 1535 
Cultural Acceptance Pearson 
Correlation 
.445** .286** .499** 1 -.233** 
Sig. (2-tailed) .000 .000 .000  .000 
N 1535 1535 1535 1535 1535 
Peer Victimization Pearson 
Correlation 
-.206** -.157** -.192** -.233** 1 
Sig. (2-tailed) .000 .000 .000 .000  
N 1535 1535 1535 1535 1535 
Student Info Pearson 
Correlation 
-.237** -.138** -.181** -.163** .247** 
Sig. (2-tailed) .000 .000 .000 .000 .000 
N 1535 1535 1535 1535 1535 
School Climate Pearson 
Correlation 
.415** .356** .346** .319** -.196** 
Sig. (2-tailed) .000 .000 .000 .000 .000 
N 1535 1535 1535 1535 1535 
School Safety Pearson 
Correlation 
.209** .153** .197** .194** .079** 
Sig. (2-tailed) .000 .000 .000 .000 .002 







 Student Info School Climate 
School 
Safety 
School connectedness Pearson 
Correlation 
-.237** .415** .209** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1535 1535 1535 
Peer support Pearson 
Correlation 
-.138** .356** .153** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1535 1535 1535 
Adult social support Pearson 
Correlation 
-.181** .346** .197** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1535 1535 1535 
Cultural Acceptance Pearson 
Correlation 
-.163** .319** .194** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1535 1535 1535 
Peer Victimization Pearson 
Correlation 
.247** -.196** .079** 
Sig. (2-
tailed) 
.000 .000 .002 
N 1535 1535 1535 
Student Info Pearson 
Correlation 





N 1535 1535 1535 
School Climate Pearson 
Correlation 











School Safety Pearson 
Correlation 





N 1535 1535 1535 
 





































School connectedness Pearson 
Correlation 




.000 .000 .000 .000 
N 1785 1785 1785 1785 1785 
Peer support Pearson 
Correlation 





.000 .000 .030 
N 1785 1785 1785 1785 1785 
Adult social support Pearson 
Correlation 






N 1785 1785 1785 1785 1785 
Cultural Acceptance Pearson 
Correlation 
.445** .263** .496** 1 .243** 
Sig. (2-
tailed) 
.000 .000 .000 
 
.000 
N 1785 1785 1785 1785 1785 
School Safety Pearson 
Correlation 
.162** .055* .241** .243** 1 
Sig. (2-
tailed) 
.000 .030 .000 .000 
 
N 1785 1785 1785 1785 1785 
Peer Victimization Pearson 
Correlation 
-.207** -.103** -.069** -.217** .097** 
Sig. (2-
tailed) 
.000 .000 .007 .000 .000 
N 1785 1785 1785 1785 1785 
School Climate Pearson 
Correlation 







.000 .000 .000 .000 .000 
N 1785 1785 1785 1785 1785 
Student Info Pearson 
Correlation 
-.239** -.144** -.143** -.172** .051* 
Sig. (2-
tailed) 
.000 .000 .000 .000 .047 





Victimization School Climate Student Info 
School connectedness Pearson 
Correlation 
-.207** .416** -.239** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1785 1785 1785 
Peer support Pearson 
Correlation 
-.103** .324** -.144** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1785 1785 1785 
Adult social support Pearson 
Correlation 
-.069** .341** -.143** 
Sig. (2-
tailed) 
.007 .000 .000 
N 1785 1785 1785 
Cultural Acceptance Pearson 
Correlation 
-.217** .298** -.172** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1785 1785 1785 
School Safety Pearson 
Correlation 
.097** .188** .051* 
Sig. (2-
tailed) 
.000 .000 .047 
N 1785 1785 1785 
Peer Victimization Pearson 
Correlation 









N 1785 1785 1785 
School Climate Pearson 
Correlation 






N 1785 1785 1785 
Student Info Pearson 
Correlation 





N 1785 1785 1781 
 
**. Correlation is significant at the 0.01 level (2-tailed). 































School connectedness Pearson 
Correlation 
1 .529** .406** .480** .238** 
Sig. (2-tailed)  .000 .000 .000 .000 
N 1551 1551 1551 1551 1551 
Peer support Pearson 
Correlation 
.529** 1 .245** .287** .192** 
Sig. (2-tailed) .000  .000 .000 .000 
N 1551 1551 1551 1551 1551 
Adult social support Pearson 
Correlation 
.406** .245** 1 .518** .226** 
Sig. (2-tailed) .000 .000  .000 .000 
N 1551 1551 1551 1551 1551 
Cultural Acceptance Pearson 
Correlation 
.480** .287** .518** 1 .192** 
Sig. (2-tailed) .000 .000 .000  .000 
N 1551 1551 1551 1551 1551 
School Safety Pearson 
Correlation 
.238** .192** .226** .192** 1 
Sig. (2-tailed) .000 .000 .000 .000  
N 1551 1551 1551 1551 1551 
Peer Victimization Pearson 
Correlation 
-.214** -.146** -.145** -.142** .015 
Sig. (2-tailed) .000 .000 .000 .000 .561 
N 1551 1551 1551 1551 1551 
School Climate Pearson 
Correlation 
.418** .358** .310** .301** .193** 
Sig. (2-tailed) .000 .000 .000 .000 .000 
N 1551 1551 1551 1551 1551 
Student Info Pearson 
Correlation 
-.234** -.139** -.124** -.191** -.041 
Sig. (2-tailed) .000 .000 .000 .000 .105 













Climate Student Info 
School connectedness Pearson 
Correlation 
-.214** .418** -.234** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1551 1551 1551 
Peer support Pearson 
Correlation 
-.146** .358** -.139** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1551 1551 1551 
Adult social support Pearson 
Correlation 
-.145** .310** -.124** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1551 1551 1551 
Cultural Acceptance Pearson 
Correlation 
-.142** .301** -.191** 
Sig. (2-
tailed) 
.000 .000 .000 
N 1551 1551 1551 
School Safety Pearson 
Correlation 
.015 .193** -.041 
Sig. (2-
tailed) 
.561 .000 .105 
N 1551 1551 1551 
Peer Victimization Pearson 
Correlation 





N 1551 1551 1551 
School Climate Pearson 
Correlation 










N 1551 1551 1551 
Student Info Pearson 
Correlation 





N 1551 1551 1551 
 
























2016 Regression Data 
Model Summary 
Model R R Square Adjusted R Square 
Std. Error of the 
Estimate 
1 .358a .128 .123 .740629 
 
a. Predictors: (Constant), School Climate, GENDER, GRADE, School safety, Peer 




Model Sum of Squares df Mean Square F Sig. 
1 Regression 122.814 9 13.646 24.877 .000b 
Residual 836.511 1525 .549   
Total 959.325 1534    
 
a. Dependent Variable: Student Info 
b. Predictors: (Constant), School Climate, GENDER, GRADE, School Safety, Peer Victimization, Peer support, Cultural 







t Sig. B Std. Error Beta 
1 (Constant) 1.750 .234  7.470 .000 
GRADE -.051 .018 -.071 -2.933 .003 
GENDER -.177 .039 -.112 -4.558 .000 
School connectedness -.160 .041 -.131 -3.934 .000 
Peer support -.003 .034 -.003 -.092 .926 
Adult social support -.049 .026 -.055 -1.867 .062 
Cultural Acceptance -.002 .026 -.002 -.066 .947 
School Safety .058 .037 .040 1.577 .115 
Peer Victimization .272 .037 .186 7.323 .000 
School Climate -.080 .022 -.101 -3.652 .000 
 







2017 Regression Data 
Model Summary 
Model R R Square Adjusted R Square 
Std. Error of the 
Estimate 
1 .320a .102 .097 .720170 
 
a. Predictors: (Constant), School Climate, GENDER, GRADE, Peer Victimization, 




Model Sum of Squares df Mean Square F Sig. 
1 Regression 90.285 9 10.032 19.342 .000b 
Residual 790.933 1525 .519   
Total 881.218 1534    
 
a. Dependent Variable: Student Info 
b. Predictors: (Constant), School Climate, GENDER, GRADE, Peer Victimization, School Safety, Peer support, 









t Sig. B Std. Error Beta 
1 (Constant) 1.188 .228  5.201 .000 
GRADE -.023 .017 -.033 -1.331 .183 
GENDER -.108 .038 -.071 -2.862 .004 
School connectedness -.168 .037 -.152 -4.507 .000 
Peer support -.028 .033 -.025 -.845 .398 
Adult social support -.029 .025 -.035 -1.178 .239 
Cultural Acceptance -.046 .026 -.053 -1.760 .079 
School Safety .116 .034 .087 3.367 .001 
Peer Victimization .237 .039 .155 6.036 .000 
School Climate -.016 .021 -.021 -.749 .454 
 






2018 Regression Data 
Model Summary 
Model R R Square Adjusted R Square 
Std. Error of the 
Estimate 
1 .310a .096 .091 .708131 
 
a. Predictors: (Constant), School Climate, GENDER, GRADE, Peer Victimization, 






Squares df Mean Square F Sig. 
1 Regression 81.236 9 9.026 18.000 .000b 
Residual 764.709 1525 .501   
Total 845.946 1534    
 
a. Dependent Variable: Student Info 
b. Predictors: (Constant), School Climate, GENDER, GRADE, Peer Victimization, School Safety, Cultural 







t Sig. B Std. Error Beta 
1 (Constant) .901 .216  4.176 .000 
GRADE .010 .017 .015 .607 .544 
GENDER -.033 .037 -.022 -.888 .375 
School connectedness -.163 .038 -.141 -4.274 .000 
Peer support -.009 .032 -.009 -.292 .770 
Adult social support .016 .023 .021 .697 .486 
Cultrual Acceptance -.079 .025 -.099 -3.225 .001 
School saftey .014 .033 .011 .423 .672 
Peer Victimization .275 .038 .182 7.236 .000 
School Climate -.018 .020 -.025 -.912 .362 
 
a. Dependent Variable: Student Info 
121 
 
 
 
 
